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ABSTRACT 
SMALL GROUPS: AN APPROACH TO TEACHING AND LEARNING 
FOR UNDERPREPARED MINORITY COLLEGE STUDENTS 
FEBRUARY 1991 
HELEN GRACE MCMILLON, B.A., THE CITY UNIVERSITY OF 
NEW YORK, MEDGAR EVERS COLLEGE 
M.S., CITY COLLEGE OF THE CITY UNIVERSITY OF NEW YORK 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed By: Professor Norma Jean Anderson 
This was a pedagogical study, designed to evaluate 
the effects of a course for small groups in the 
classroom as a different approach to teaching and 
learning instructions for underprepared minority 
students’ academic performance, problem-solving and 
interpersonal communication skills. To determine the 
effectiveness of the small group method of approach, 
the pre- and post-experimental/control group design was 
used. 
The control group received thirteen 
two-hour-per-week sessions (one semester) of the 
traditional method of approach to teaching and learning 
instruction. At the same time, the experimental group 
v 11 
received the non-traditional small group method of 
approach. Both groups consisted of sixteen students who 
were randomly selected. 
The researcher administered pre- and post-surveys 
and testing measurements which focused on academic 
performance, problem-solving and interpersonal 
communication skills. An independent observer was also 
used. The experimental group (only) received survey 
measurements which examined written responses relative 
to the influence of the small group experience. The 
t-test was used for data analysis to determine 
significant difference. 
Upon examination of the data, there was a 
significant difference in the performance of students in 
the experimental group than those in the control group 
on measures of the BSAT reading and writing, 
end-of-semester grade point average and problem-solving 
skills. There was no significant difference on the 
interpersonal communication measure; however, the 
data revealed the experimental group as having a higher 
improved score relative to the control group on the 
measure of the Interpersonal Communication Inventory. 
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In summary, the data indicate that the small group 
method of approach can make a significant difference in 
students’ academic performance and improve their 
effectiveness in problem-solving, as well as influence 
their interpersonal communication skills. 
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CHAPTER I 
BACKGROUND OF THE PROBLEM 
Introduction 
This study will evaluate a course designed for 
small groups as a teaching and learning strategy for 
underprepared minority college students. The course 
will be based on a theoretical paradigm, and objectively 
incorporates concepts applicable to the needs of 
underprepared college students enrolled in developmental 
education programs. It will be added to the Academic 
Skills Development Block Program (ACS) implemented at 
a Senior College of the City University of New York 
(CUNY). The program is an innovative core curriculum 
which seeks to correct basic academic deficiencies and 
personal developmental dysfunctions of underprepared 
students. The students are admitted into college 
through a special program called SEEK. 
A product of the social and political upheavals 
of the 1960s, SEEK (Search for Education, Elevation and 
Knowledge) is a post-secondary educational opportunity 
program at CUNY’s senior colleges, commissioned in 1966. 
Persons admitted to the program must be economically 
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disadvantaged, according to program guidelines. It is a 
special program for selected students who, in order to 
attend college, need academic and financial assistance. 
A pioneer in the area of remedial and basic skills 
instruction, SEEK has become a model for developmental 
education programs across the country. 
At the campus level, SEEK services are organized 
as part of the Department of Academic Skills, or the 
Department of Academic Services. The SEEK Director is 
the department chairperson. The department provides 
SEEK students with a variety of services including 
tutoring, counseling, special course work in basic 
skills remediation and supplemental financial assistance 
for books, fees and related educational expenses. 
SEEK’s mission is to provide the academically-, 
socially- and economically-disadvantaged with the 
opportunity to increase their level of education, social 
health and vocational ability. It endeavors to 
interrupt the poverty cycle--a characteristic of the 
background of many students--by providing an avenue of 
socioeconomic mobility. 
SEEK students are admitted into college under the 
SEEK program with full-time matriculation status, 
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although many are underprepared academically and 
socially for the rigorous demands of college life (Smith 
and McMillon, 1986). Their reading, writing and 
mathematics scores are usually below college admission 
standards, based on the university’s Basic Skills 
Assessment Test (BSAT). A substantial number of these 
students are categorized as "high-risk” potential 
dropouts. The Chancellor’s Task Force Report (1980) 
states that the typical SEEK student has problems 
organizing his/her life in order to be a successful 
student. 
Purpose of the Study 
The purpose of this study is to determine whether 
a course designed for small groups might produce some 
measurable and noticeable improvements in the academic 
performance, problem-solving and interpersonal 
communication skills of developmental program students. 
The course represents a different approach to 
teaching and learning methods. The researcher hopes 
that, through the evaluation of the course, evidence 
will be found to be valuable to the students, the 
Academic Skills Development Block Program (ACS), and 
researchers in the field of developmental education. 
Statement of the Problem 
The SEEK program is a support system for students. 
It is not a curriculum strategy for improving academic 
performance or personal developmental growth. The 
Department of Academic Skills Committee on Curriculum 
Developmental found it imperative to develop an academic 
intervention strategy to enhance academic performance 
and improve personal functions. Many students are 
dropping out unofficially, as well as being 
institutionally dropped for poor academic performance. 
In 1984, the Department of Academic Skills at 
Lehman College designed and implemented an 
experimentally-based curriculum--the Academic Skills 
Development Block Program. In the program, a given 
number of students are enrolled in a block of courses 
which they may enter at one or two levels: I and II. 
Student placement in the block program is based on 
their BSAT scores in reading (RAT) and writing (WAT). 
Not all block program students are SEEK students, but a 
large number are. A large number of the students are 
minority students, primarily Black and Hispanic. 
Level I students may take the Integrated Language 
Studies course (remedial level) and the Introduction to 
Selected Methods of Inquiry in the Liberal Arts, a 
course designed to introduce students to the method of 
inquiry in the liberal arts. Students who enroll in 
Level I block courses have usually failed to pass the 
reading and writing BSATs. 
Level II students have passed the reading BSAT 
upon entering college, but not the writing BSAT. They 
may take Integrated Language Students II, a 
developmental course, and Introduction to Basic Logic, 
an introduction to the logic of statements and their 
application to reading and writing. They may also take 
an extended core course. These courses include 
Humanities (stressing art, music and literature), Origi 
of the Modern Age (an examination of the contributions 
made by non-Western cultures to the modern world), and 
Introduction to Social Science (the study of central 
concepts common to the social sciences). 
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Attached to both levels of the skills block 
program is a Freshman Orientation course. The 
objectives of the course are threefold--academic, career 
and personal--designed to introduce students to 
strategies and cognitive skills necessary to adjust to 
the demands of college life. 
Although the Academic Skills Development Block 
Program has experienced a measurable amount of success, 
the Department of Academic Skills/SEEK continues to 
search for new ideas and strategies to better serve 
students and improve program effectiveness. 
The success of the skills block program is most 
visible with the students enrolled at Level II of the 
program. Level I students are the subjects of greatest 
concern by the Academic Skills Department. Based on a 
report prepared by AST (1988), students who enroll at 
Level I block courses have shown a decrease in academic 
performance since 1985. They have the highest 
percentage of unofficial withdrawals, skills course 
repeaters, incomplete grades and BSAT-retests, as well 
as institutional drops for poor academic performance 
within a three-semester period. 
This study will examine the implementation and 
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evaluation of a course designed for small groups as a 
method of approach for teaching Level I block program 
students. The researcher hopes that, through this 
method of approach, students will be able to examine 
learning as a participatory process, not a passive 
one, and that their academic skills and personal 
functions will be improved. 
Significance of the Study 
This study adds to the existing literature which 
addresses methods of approach to learning and 
instruction problems of developmental education. It 
adds to the vast amount of literature on the issues of 
attrition and retention of underprepared minority college 
students. 
Moreover, this study contributes to the Department 
of Academic Skills/SEEK in its efforts to significantly 
increase the academic performance, personal functions 
and retention rates of Level I block program students, 
thereby enhancing the program’s overall effectiveness. 
8 
Limitations of the Study 
The following limitations were made for the 
purpose of this study. 
The study was limited to SEEK Level I 040 Block 
program students. 
The student population for this study was limited to 
minority students. 
This was not an attrition/retention study, although 
the problem is discussed. 
This is an evaluative study on small groups as an 
approach to teaching and learning and its influence 
on students* academic performance and personal 
functions. 
Definition of Terms for Purpose of This Study 
Small Groups: the face-to-face clustering of two or 
more persons for a specified reason and time period, 
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to engage in verbal interaction and task-oriented 
activities for a desired outcome. 
Problem-Solving: the act of pooling ideas and 
resources for the best solutions to issues or 
problems for the purpose of enhancing academic and 
personal functions. 
Interpersonal Communication: face-to-face verbal and 
nonverbal interaction between two or more persons who 
are aware of each other’s presence. 
Task-Oriented Activities: activities designed to 
focus on specific learning objectives. 
BSAT: tests measuring the reading, writing and 
mathematics levels of first-semester college 
students. 
Organizational Developmental Concept: the use of 
group practices to improve human developmental growth 
and function for improved effectiveness. 
Developmental Education: a curriculum or course 
specifically designed to address the academic and 
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personal developmental needs of a given population of 
students. 
Academic Performance: a grade point average of 2.0 or 
over in academic courses. 
Disadvantaged: students whose gross household income 
is at or below poverty level or who are receiving 
public assistance. 
Nontraditional: students whose high school index 
average is below college admission standards in 
academic subjects (75-65). 
Underprepared: students deficient in college-level 
reading, writing and mathematics skills (below 
twelfth-grade level) and deficient in social skills 
acceptable to the college community. 
High-Risk; students who enter college but who may 
drop out because of deficiencies in academic and 
socialization skills. 
CHAPTER II 
REVIEW OF RELATED LITERATURE 
Introduction 
Providing remediation in basic skills is 
essential to meeting the needs of underprepared 
disadvantaged students. Such provisions do not 
necessarily meet the need for individual development of 
students who have been affected by social and 
educational alienation. The Annual Report of the SEEK 
and College Discovery Programs of CUNY, 1984-85, states 
that, in many cases, SEEK students and their families 
are victims of academic, social and economic 
deprivation. Many are the first members of their 
families to attend college. They are students who enter 
college with a high school average under 80 in academic 
subjects, or who hold a General Equivalency Diploma 
(GED). They are considered to be economically 
disadvantaged, with a gross household income at or below 
the poverty line. 
According to the Chancellors’ Task Force Report 
on the Performance and Achievement of SEEK Students, 
SEEK students are non-traditional. Of the 10,000 SEEK 
students annually budgeted for senior colleges in the 
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CUNY system, two-thirds are female, forty-two percent 
are Black, forty percent are Hispanic, ten percent are 
White, four percent are Asian, and the remaining four 
percent are of various other ethnic backgrounds. 
The leaders of the "War on Poverty” in the 1960s 
stated that "Poor education keeps the poor from escaping 
their poverty" (Finkelstein, Sandifar & Wright, 1971). 
Many assume that poverty in our society is due to a lack 
of opportunity for economic mobility. in fact, it is 
the frequent inability of the poor, through no fault of 
their own, to acquire acceptable intellectual and social 
skills. These skills are a necessary factor of upward 
economic mobility. 
Minority Students in Higher Education 
An educator once stated that the attainment of 
higher education is one of America’s most 
highly-placed values. Not only is it an accomplishment 
unto itself, it also plays an instrumental role in 
economic achievement. It is the area in which the 
greatest commitment to equality of opportunity has been 
made. Despite this commitment, equality of 
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education continues to be slow in coming for many 
minority students. According to Clewell and Ficklen 
(1986), minority students represent groups that have not 
historically participated in university education 
systems. The attrition of minority students from 
post-secondary education represents a major obstacle to 
the attainment of equal educational opportunity. 
Clewell and Ficklen suggest that students drop out for 
academic, personal or financial reasons. 
Specifically, feelings of alienation--of "not 
belonging"--on campus contribute to the attrition rate 
of minority students. Tinto (1975) says that "Dropping 
out is a process affected by a student’s academic and 
social integration into the institution," whether or not 
a "good fit" can be developed between the student and 
the institution. 
In a study by Jackson (1982) on "Urban Black 
College Students" (UBCS), the issue of "socialization" 
was cited as a factor in the academic success of 
disadvantaged students. The participants in the study 
were SEEK students. Jackson discussed the impact of 
off-campus residency on disadvantaged students, stating 
that off-campus students do not have opportunities to 
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interact with other students, as do residential 
students. He examined the lack of acceptable 
socialization skills as they adversely affect the 
disadvantaged student’s ability to effectively 
communicate within the college community. Jackson 
states that UBCS socialization does not fit the 
expectations and practices of colleges. His feelings 
are similar to Tinto on the relationships between 
students and institution. 
Jackson stresses that a student’s inabilities to 
interact within the college environment are a result of 
behaviors, attitudes, poor skills and limited abilities. 
These are factors disastrous to growth and development, 
characteristics which are derived from and influenced by 
a history of social, economic and educational alienation 
and oppression in our society. 
The issue of poor self-concept plays a dominant 
role in the academic survival of disadvantaged students. 
Aldridge (1969), during a presentation in Las Vegas, 
made the following statement. 
Basically, what we’re talking about is the problem 
of identity and image. All of our people, black and 
brown, go through the system and the only image they 
have is a negative image because the only way that 
the black and brown people are treated in our books 
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and in our classrooms by our teachers is in a 
negative way. The end result is that, by the time 
they get to the college level, many of them have 
tried to become white, something that is physically 
very difficult to do for some of us. And the 
problem is this, they have also tried to become 
white in a cultural sense, because they’re ashamed 
of their second language, if they have it, they’re 
ashamed of the various sociological aspects because 
they’ve been taught that it’s incorrect. 
Aldridge goes on to state that traditional 
curricula must be modified to meet the academic needs of 
the students, but not to the extent that it becomes a 
simple exercise to give the disadvantaged student 
further practice in failing. He asserts that one of the 
greatest obstacles to equal opportunity in higher 
education is the motivational barrier--the student’s 
self-confidence, personal desire to gain status and 
expectations as to how the world at large will react to 
his/her efforts. The relationship between a 
disadvantaged student’s self-concept and the likelihood 
of success in college cannot be overstated. 
Disadvantaged students marginally function in areas 
that are most important to their academic success. Many 
of them are unable to take adequate notes or to 
participate in classroom discussions when such 
participation may account for as much as ten percent of 
the final grade. Rosenmeir (1973), in her findings on a 
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study on minority women’s experience in the college 
entrance process, reported that: 
The first semester, that first year usually proved 
to be a hard one. If the classroom is overcrowded, 
if the language of the instructor is unfamiliar, if 
the opportunities for real questions are limited, if 
the instructor is inaccessible, she will find it 
hard to make of this opportunity anything like 
opportunity. Students have given in, rather, to a 
personal sense of failure, a sense that they do not 
belong, that they will never learn how to say 
academically meaningful things. . . . The first 
semester has worked like a revolving door. Students 
could not compute what they know to be knowledge. 
They are eager to know, but the forms that knowledge 
takes often baffle them. 
The literature on disadvantaged students does 
not indicate, nor does it suggest, that these students 
are incompetent or unable to achieve academic success. 
It stressed the need to deal with the fact that the 
disadvantaged have been denied the opportunities of 
educational functions conducive to traditional learning 
processes in higher education. 
Based on findings from an evaluative status report 
by the Institute for the Study of Educational Policy 
(ISEP), Howard University (1980) found that: 
Four black students for every three white students 
withdrew from college in 1975-77. Given the heavy 
concentration of black students in two-year colleges 
which have the highest attrition rate for all groups 
of students, the real black attrition rate may be 
still higher, but adequate data are not available to 
make a precise determination. 
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The report continued to state that there is little 
reason to believe that the retention rate of Black 
students will improve without concerted action. It is 
not equal educational opportunity for Black students to 
be admitted to college unless reasonable preparations 
are made to educate and grade them. 
The report goes on to state that, 
In addition to the financial disadvantages black 
students face, they frequently experience background 
and environmental disadvantages in pursuing higher 
education. Their secondary schooling is deficient. 
As well, they often lack role models to guide their 
career aspirations. Once enrolled in college, they 
are more likely to be enrolled in institutions which 
are least likely to lead to a baccalaureate degree 
and beyond. While these and other differences are 
associated with low income disadvantages, they 
cannot be fully countered through financial aid. 
Cross (1976) found that an overwhelming majority 
of low achievers admitted to college through open-door 
policies were not ethnic minorities--they were the sons 
and daughters of White blue-collar workers. It is now 
apparent that the problem is not limited to minority, 
underprivileged or working-class citizens. The problem 
permeates the entire population,. Low achievers come 
from all walks of life and all levels of ability, the 
problem is so pervasive, according to Aldridge, that 
"Higher education is no longer a private privilege but a 
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public responsibility.” 
Some of Cross’s findings (1978) have some 
profound implications regarding the success of minority 
students. 
They are not confident of their abilities; they 
avoid risk situations where possible, and they are 
more likely than traditional students to obtain 
passive scores on a scale measuring the tendency 
toward active or passive approaches to life and its 
demands. For new students, the situation has been a 
fearful experience, and the lessons they learned are 
handicaps to future learning. In developing new 
educational programs for new students, educators 
will first of all have to provide a new perception 
of the learning process. 
Cross (1971) reports that educators who were 
asked about obstacles to overcoming these students’ 
academic deficits generally agreed on one primary 
barrier--"The students don’t seem motivated; they don’t 
try. " 
The concept of remedial education in higher 
education received widespread criticism by students 
during the 1960s. Students accused educators of unequal 
educational practices--practices and programs that 
ranked them into denigrated academic settings. The 
programs were also criticized as being ill-conceived and 
poorly planned, lacking differential intervention and 
not producing the outcomes that were promised (Roueche, 
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1968; Tinto, 1974; and Moore, 1976). 
Some recommendations for higher education made 
by the ISEP include that, to the extent that two-year 
colleges carry the largest responsibility in terms of 
the enrollment of Black and disadvantaged students, they 
should receive added public support. Such support 
should be conditional on the quality and productivity of 
the education provided--persistence is one of the most 
important concerns in education generally, as well as in 
equal educational opportunity. Yet, there is no 
national policy and there are no substantial national 
programs which address problems of retention and 
attrition. Persistence toward the goal of equal 
educational opportunity should be nationwide and 
institution-wide. 
More recently, Wright (1987) concludes that 
minority students are arriving on campus academically 
unprepared and may not have achieved fully within their 
learning environments for several reasons--poorly- 
equipped schools; interference with the learning process 
from racial insensitivity, poverty and other social 
factors; and lack of learning and reinforcement of 
perseverance and motivation. As a result, many minority 
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students enter college less than prepared to tackle the 
college curriculum. Such under-preparedness is not 
limited to the minority students, but they suffer from 
the stigma and often receive the least support for 
enhancing their skills (Moore and Carpenter, 1985). 
Wright (1987) also concludes that a 
racially-naive or insensitive campus environment that 
does not accept minority students’ cultural and racial 
distinctiveness can thwart or stifle development. In 
turn, thwarted development places students at risk 
educationally and emotionally. As such, an unsupportive 
campus environment contributes to a student’s lowered 
satisfaction with college and can result in a premature 
exist from the college, without a degree. 
Wright (1987) believe that, if practitioners are 
to succeed in their efforts to service, retain and 
provide development programs for minority students, they 
must understand how minority students develop as they 
pursue college educations. They must understand 
specific developmental issues that affect these students 
socially, emotionally, psychologically, intellectually 
and academically. 
Conciatore and Wiley (1990) discuss a report 
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prepared by the National Institute of Independent 
Colleges and Universities which states that "College 
completion rates are lower than expected” for Blacks 
and Hispanics. The study indicates that four out of 
ten students who enter college compete a bachelor’s 
degree in six years or less. For Black and Hispanic 
students, the figure is even lower. In the study by 
the NIICU, of the 12,000 students who entered 
four-year programs at public and private institutions, 
forty-one percent of all students in the sample earned 
baccalaureates within six years of high school 
graduation. Within that cohort were only twenty-five 
to thirty percent of all Black and Hispanic students 
who entered four-year programs. Whites and 
Asian-Americans graduated at rates higher than fifty 
percent. The disparity among the groups was attributed 
to socioeconomic factors, according to the study. 
Oscar F. Porter, director of the study, concluded that, 
although Whites and Asians did not do as well as 
expected, Blacks and Hispanics did far worse. 
According to a report prepared by Jones (1990), 
Dr. Richard C. Richardson of Columbia, South Carolina, 
stated that colleges and universities must create a new 
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learning and social environment if they are to graduate 
today’s increasingly diverse student population, 
particularly African-Americans, Hispanics and American 
Indians. Richardson believes that colleges need not 
emphasize achievement at the expense of diversity, or 
vice-versa. Rather, colleges can give balanced 
attention to both so that institutions may graduate 
minority students without jeopardizing academic 
standards. Strategies for retaining minority students 
include addressing not only standard barriers such as 
historic discrimination and socioeconomic status but 
also the ’’residue of racism that makes the experience of 
attending a predominantly white institution more 
difficult.” ’’Variables affecting ethnic minorities to a 
greater degree than majority students include 
preparation," Richardson explains, "belief in the value 
of higher education" (many student grow up to get jobs, 
not to go to college). 
Jones (1990) lists some of Richardson’s 
solutions to the problem of retaining minority 
students—guidance to route students into educational 
settings most appropriate to their needs and abilities; 
sensitize faculty and administrators (including college 
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presidents) to minority issues; more ethnic minority 
faculty; support services outside the classroom, 
including individuals to help students negotiate their 
way through the red tape; and rewards for teaching, 
rather than research only. 
Rodriguez (1989) states that dropout rates for 
Blacks and Hispanics are higher than for any other 
minority group. At the City College of New York, where 
a large number of the students are Hispanic, retention 
rates are the lowest among Hispanics. The contributing 
factors include poor self-concepts, socio-economic 
hardships and poor preparation in the secondary schools. 
The Hispanic dialect is also a factor, as it has been 
viewed as a disability by many, according to Rodriguez. 
Rouech and Rouech (1985) feel that educators 
need to look more closely at what happens in the 
classroom and what variables appear to have the most 
impact on teaching and learning experiences. It is the 
knowledge of what works in the classroom, and the 
ability to implement that knowledge, that make for 
effective teaching and the kind of positive learning 
experiences hat promote retention. "The teacher is the 
key. 
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Roueche and Roueche (1985) appear to agree with 
the studies which suggest that teachers significantly 
affect student performance by both verbally and 
non-verbally acting out their personal expectations of 
their students’ abilities. For example, studies 
demonstrate that teachers tend to praise more frequently 
those students to whom they assign higher levels of 
expectation than those students from whom they expect 
less. Students whom teachers consider to be very bright 
are given more attention. Teacher expectations provide 
some students with a psychological and academic boost, 
while others are inhibited. 
Three key human and professional qualities 
involved in teaching excellence are explored: 
--love and concern for others; 
--the ability to create a positive learning 
environment; and 
--commitment to teaching as a profession. 
These strategies work with the diverse student 
population now arriving at open-door colleges as well as 
at the most elective institutions of higher learning, 
and can improve retention rates. 
Conversely, Moore and Carpenter (1985) conclude 
that educators do not really know what makes high-risk 
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student persist or drop out of college. They state 
that, in an attempt to be somewhat innovative in working 
with academically-underprepared students, educators have 
employed reality therapy, behavior techniques, values 
clarification exercises, activities to improve 
self-concepts, and so on. They suggest that there are 
three limitations that are immediately discernible in 
such methods--students do not relate directly to the 
improvement of instruction in any measurable way; such 
techniques are based on the assumptions which suggest 
that there is something wrong in the psychological 
condition, behavior or makeup of students who are 
academically underprepared; they have found no evidence 
to suggest that instruction is more effective with the 
use of such techniques. 
Moore and Carpenter (1985) define underprepared 
students as those students with distinctive 
characteristics that are perceived by the academic 
community to place them at a disadvantage in contention 
with the vast majority of students who enter college 
with academic skills necessary for success in college. 
The usual characteristics assigned these students in 
related literature include a lack of self-confidence, a 
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need for tutoring and the need for help in developing 
cognitive and affective basic skills. These 
characteristics can be misleading. They can lead one to 
believe that academically underprepared students are 
confined to lower-class and minority groups. In fact, 
students from all class and race groupings make up the 
pool of underprepared students. 
The academically underprepared students of the 
1970s and early 1980s represented a diverse population. 
There were upper-class students who were underprepared, 
but their deficiencies and dropout rates from high 
schools did not receive a large amount of attention. 
Moore and Carpenter (1983) state: 
Spending an inordinate amount of time linking 
academic skills deficiencies in adults to 
self-worth, cultural factors, race, economics, 
family dysfunction and disorganization and past 
performance has not proved to be a useful exercise 
in terms of information that will help teachers 
improve the teaching and learning process. 
They recommend several innovative approaches for 
increasing the retention rates of underprepared 
students, one being hiring elementary school teachers to 
teach basic skills to underachieving students at the 
university level because they teach most Americans how 
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to read and write. These teachers are familiar with how 
people learn the basic skills and their focus is on the 
subject matter and the students, not on research, 
publication and other factors that are part of the 
higher education community. Moore and Carpenter 
(1983) believe that true innovation means "good 
teaching,” which is the best institutional approach for 
helping academically underprepared students. 
Moreover, when institutions focus on instruction, 
fair and equitable distribution of resources and equal 
recognition of all problems, they create an atmosphere in 
which good teaching can flourish. Good teachers are those 
who: 
—believe instruction to be their first academic 
priority; 
--focus on content; 
--engage in problem-solving activities with their 
students; 
—understand the importance and application of the 
basic academic skills and insist that their students 
have command of those skills; 
—design academic exercises to develop conceptual 
skills; 
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--recognize the significance of good academic habits; 
--understand the principles of learning; 
--have command of instructional technology; 
--have the patience to work with students who are 
academically deficient; 
--are willing to develop their own approaches and trust 
their own instincts; and 
--continue to grow professionally by updating their 
skills and by staying abreast of changes, new 
knowledge and trends in their field. 
The authors stop short of proscribing any specific 
method of instruction; they believe that all methods can 
be effective. They are more concerned with the 
attitudes of those who deliver instructional services. 
It would be truly innovative if personnel voluntarily 
changed their attitudes or, at least, some of the 
practices with regard to who is qualified to teach, 
which students deserve and are eligible for or are 
entitled to their services, and which 
activities--teaching, research or service--will 
receive the highest priority. 
In conclusion, the following consist of several 
myths about the education of minority Americans (from 
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"Black Issues in Higher Education," 1990). 
Myth: Equity and excellence in education are in 
conflict. 
Response: A system that provides equal 
educational opportunity is more likely to achieve higher 
levels of excellence because it focuses on uncovering 
more potential in the early stages of education instead 
of correcting defects later. It also broadens the 
knowledge base for all by including everyone in the 
teaching process. This is critically important for a 
multiethnic, multicultural society. 
Myth: Learning is due to innate abilities and 
minorities are simply less capable of educational 
excellence than whites. 
Response: When the combined effects of poverty 
and discrimination are added to the effects of 
second-rate schools, the achievement records of 
minorities are understandable, but not acceptable. 
Myth: All we need are marginal changes. 
Response: In years past, the American 
educational system was well-suited to training most 
workers in an economy in which all that they needed was 
"the basics." 
For more than 100 years, this system has been 
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unfair to minorities, and perpetuating that condition is 
both self-defeating and morally unacceptable. Our 
society cannot thrive in the twenty-first century with 
an educational system devised to meet the needs of the 
nineteenth century. Marginal changes are insufficient; 
rigid school systems can neutralize marginal changes. 
Just as the requirements of flexibility, quality and 
productivity demand a radical restructuring to create a 
growing economy, so too must our educational institutions 
reject the status quo if they are to produce 
individuals with the creativity and problem-solving 
skills the nation needs. (From ’’Black Issues in Higher 
Education,” 1990). 
Education Programs for Underprepared 
College Students 
Developmental education programs have become 
commonplace in today’s American colleges and 
universities. More students are graduating from high 
schools each year without the basic skills necessary to 
survive—let alone succeed—in a rapidly-developing 
technological society. An assortment of programs have 
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been initiated to meet the needs of these students. 
Developmental-remedial education has moved from a low 
status, isolated function to a prominent feature of 
programming. These efforts reflect a continuum of 
organizational structure—from the isolated teacher, 
counselor or ’’director” working on a particular course 
or program to an integrated team of specialists offering 
complete services within a division or department 
(Roueche and Snow, 1978). 
In the 1960s, faculty members were "assigned” to 
teach remedial courses. The beginning teacher was 
usually given the low-level remedial assignment with the 
premise that, over time, he would ’’earn” the right to 
teach ’’regular” courses and perhaps a few specialized 
courses in his field of interest. The teachers were told, 
Just do the best you can. We have to admit anybody 
who shows up, and we have to offer them something. 
Don’t worry if they don’t make it. They haven’t 
succeeded anywhere else” (Roueche and Snow, 1978). 
The problem of poor academic skills is not 
limited to minority groups. It exists throughout our 
entire society. American higher education is faced with 
a dilemma unparalleled in American history, according to 
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Roueche and Snow (1978). They conclude that colleges 
and universities, as well as being called upon to 
prepare individuals with skills for immediate 
employment, are also being asked to teach Johnny to read 
and write. If Johnny happens to be a disadvantaged 
minority student, institutions of higher education are 
also asked to teach him acceptable social skills. The 
latter is a task many colleges and universities have 
been forced to accept--if at least in theory—because 
of the law of supply and demand. 
Public community colleges have historically been 
the only option for underprepared students. This 
accounts for an overwhelmingly large population of 
students--unsuccessful in public schools--who enroll in 
present-day community colleges. The majority of these 
students are minority students in urban settings, 
although many are now coming from rural areas. 
Although the City University of New York adopted 
the "open admission” policy in the late 1960s at senior 
colleges, open admission policies had for years been 
community-college-based. Senior colleges in the 1970s 
reluctantly moved out of the age of "elitism" into the 
"egalitarian" age, an age in which there is some form of 
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higher education made available to every high school 
graduate. This attempt at mass education beyond high 
school has created numerous problems, such as 
effectively teaching increasing numbers of students who 
are underprepared for conventional post-secondary 
schooling (Spann, 1977). 
A study by Roueche and Snow (1978), in which 
community and senior colleges were asked the purpose of 
developmental and remedial programs, found general 
agreement on the subject of remediating academic skills. 
Of the colleges participating in the study, nearly 80% 
of the community colleges and 60% of the senior 
colleges were also concerned about improving the 
student’s self-concept. Cross (1976) reported that, 
between 1970 and 1974, this self-concept objective of 
developmental education remained a close second to the 
objective of preparing the student for regular college 
work. In their study, Roueche and Snow found that 
colleges emphasizing student self-concept development 
(self-esteem, aspiration, achievement motivation) have 
greater high-risk student success, although their 
findings were not statistically significant. They 
stated that senior and community colleges also justify 
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their developmental programs on the grounds that they 
are (1) preparing students for occupational-technical 
programs, (2) preparing students to handle the regular 
curriculum, (3) increasing minority and low-income 
enrollments, (4) providing students with marketable 
skills, (5) providing students with life survival skills 
(consumer education, time management, career planning), 
and (6) improving undergraduate education. 
Their (Roueche and Snow, 1978) assessment and 
evaluation of developmental education programs 
indicates that the underlying goal seems to be keeping 
students in school. According to Roueche and Snow 
(1978), student attrition and retention is a serious 
problem for many colleges and universities—a problem 
that will not go away, but seems to grow each year as 
more students enter post-secondary educational 
institutions without the verbal and qualitative skills 
necessary to enroll and succeed in freshman-level 
courses. 
Students being tested for remedial courses and 
developmental education programs are usually given 
battery tests rather than unitary tests. A complete 
remediated program involves recruitment, counseling, 
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instruction and evaluation. Program efforts seek to 
integrate high-risk or underprepared students into the 
mainstream of learning in higher education. To 
facilitate this process, remediated programs usually 
involve a variety of support services for students, 
including tutoring, counseling and learning centers. 
The curriculum for remedial courses may be 
individually- or sytematically-designed (Roueche and 
Snow, 1978). 
Bronx Community College (BCC) of the City 
University of New York, has a large population of 
underprepared minority students. In 1974, 
three-quarters of the entering freshman class cored at 
the low end of their high school class; they graduated 
with general averages below 75%, most often in the 
65%-95% range. Over fifty-five of these students 
required remedial reading and writing instruction. 
Studies on the attrition rates for the class of 1972 
revealed that the family gross income for these 
students averaged below $12,000 per year for 72% or more 
of the class (Roueche and Snow, 1978). The high school 
averages of entering freshman, minority students, 
remained somewhat consistent throughout the 1980s. 
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BBC is an inner-city college that practices an 
"open door" admissions policy. Courses in remediation 
are a high priority. The college initiated two special 
remedial projects: STIR in 1972, and LINK (an expansion 
of STIR) in 1973. Students were block-scheduled into 
remedial writing, reading and mathematics courses, an 
entry-level credit course in health education, and a 
Freshman Orientation course stressing achievement 
motivation. Block programming afforded many 
opportunities for working together--facuity with 
faculty, faculty with students and students with 
students. The courses were designed to help students 
master the basic skills and content required for 
college-level work. The Committee on Remediation 
Function served as the controlling intermediary. 
Remedial courses are mandatory for students who score 
below college admission standards (Roueche and Snow, 
1978) . 
An evaluation study found that LINK’S success 
was impaired by structural difficulties that are usually 
inherent in a departmental structural college, but more 
by the problems that are indigenous to a faculty with 
teaching responsibilities beyond a special program. 
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BCC ’ s response to the problems was the development of a 
new interdepartmental program, Project Total Discovery 
(TD) in 1975. The project consisted of nine faculty and 
sixty second-semester students. It aspired to 
individualized instruction in ways discouraged by a 
linear department-organized college structure. Six 
faculty members offered courses from the core of the 
freshman program—counseling, health and physical 
education, mathematics, reading and writing. The 
remaining three faculty members offered electives in 
psychology, Spanish and speech; they also functioned as 
resources to the faculty members who taught the other 
courses (Roueche and Snow, 1978). 
Evaluation studies of BCC*s efforts by students 
and other CUNY colleges have been favorable. However, 
evaluations of the STIR and LINK projects showed 
inconsistent results. Some aspects of the programs 
seemed to produce measurable gains in the participants; 
others did not. For example, in both projects, reading 
levels were raised significantly. In other 
instances—specifically on dimensions of personality in 
the LINK study--no gains could be shown. The 
researchers concluded that more work needed to be done 
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student’s level; the student proceeds at his own rate 
and is allowed more than one semester to complete a 
particular course. The first semester, the student 
tales four five-hour courses—two English courses which 
stress communication (writing, oratory and study skills) 
and reading skills, two mathematics courses (arithmetic 
or basic algebra, depending on the needs), and a course 
in Social Sciences. 
The Communication course provides a wide range 
of materials and media. The Social Sciences course is 
primarily a vehicle for helping students investigate 
motivations, aspirations and goals. The course also 
provides opportunities for promulgating self-concept 
development. 
The program has two learning laboratories: 
communications and mathematics. Both are equipped with 
audiovisual equipment. Students are helped with 
individual academic problems by a few paid peer tutors. 
A development counselor, who also teaches the Social 
Sciences course, helps students with personal problems. 
The Department of Developmental Education is one 
of four departments managed by the Chairman of the 
Division of Communications, Social Science and 
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in developing an adequate assessment instrument. 
To this day, BCC continues to serve a large 
underprepared minority student population. 
Florida Junior College (FJC) at 
Jacksonville-North Campus implemented a self-contained 
developmental education program. Like BCC, it 
subscribes to an open-door admissions policy. It has 
four cooperative programs servicing approximately 18,000 
full-time students. Its programs are designed to 
provide remedial educative functions and foster a 
positive self-concept in its students. It strives to 
provide methods and strategies to fit each student’s 
learning style. In most programs at FJC, about 70% of 
the students are women, and 80%-85% are Black. 
Incoming freshman students are administered the 
Nelson Denny Reading Test (NDRT). Those who score below 
the tenth-grade level are strongly encouraged to enroll 
in the program, although enrollment is voluntary. 
Courses are college accredited. They meet five hours 
per week, rather than the regular three hours, to allow 
for additional instruction. Improvement of the 
student’s self-concept through success if an important 
aspect of the program. Instruction begins at the 
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Developmental Education. The Chairman occasionally 
teaches the Social Sciences course to keep abreast of 
the changing needs of both students and program. The 
staff is composed of seven full-time faculty, each of 
whom teaches only three developmental classes, with 
twenty students in each class. The teachers are 
occasionally given a regular nondevelopmental course to 
each as a change of pace. The college administration 
has shown its support by providing financing and 
equipment for the developmental program. 
In the program, when a student takes a 
developmental course and does not perform adequately, he 
is either given a grade of incomplete or a grade of NP 
(nonpunitive fail). If the student receives a NP grade, 
he is free to retake the course without penalty. Of the 
students who have received NP grades, 80% have returned 
to retake the incomplete course. According to Roueche 
and Snow (1978), no formalized equivalent procedure has 
been established to evaluate the program’s 
effectiveness. 
In Cocoa, Florida, Brevard Community Junior 
College (BJC) used a block programming approach to 
developmental education similar to BCC’s program. 
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"Block Programming," as defined by Courson and O’Brien 
(1968), places a group of students in a common block of 
basic courses in order to form a cohesive group in and 
out of the classroom. When conducting a Block 
Scheduling Program at BJC, Courson and O’Brien 
hypothesized that "blocked" students would achieve a 
higher grade point average and that attrition would 
decrease in comparison to non-blocked students. The 
results of the study showed that blocked students with 
low academic averages did perform at a significantly 
higher level. There was no significant difference in 
the drop-out percentage, but the evaluation did show 
that student morale appeared higher in block classes. 
Students liked both the simplified registration and 
having the same classmates for all courses. However, 
the final findings of the study indicated that further 
investigation would be worthwhile. 
For the BJC study, a modified version of the 
"Hawthorne Effect" was used. Its premise was that, 
when a relatively small group is separated from a larger 
group and is treated in a different manner which can be 
interpreted by the small group as preferential, the 
general efficiency and cohesiveness of the small group 
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tends to increase (Roethlisberger, 1962). To minimize 
the Hawthorne Effect, Corson and O’Brien (1968) did not 
publicize the block scheduling arrangement. It was 
presented to the students as merely a convenient device 
to avoid some of the rigors of registration. The 
instructors teaching the block classes were aware of the 
plan. 
Corson and O’Brien (1969) addressed the issue of 
depersonalization in the educational process. Their 
goal was to help students feel that they were being 
recognized as individuals, not numbers. Courson and 
O’Brien hoped to be able to create the conditions under 
which the students could form a group, sharing common 
experiences in class as well as in other campus 
activities. This would be especially helpful to 
commuting students who lived in rural settings. 
In their summary, Courson and O’Brien (1968) 
state: 
We need to continue our research for techniques, 
methods and concepts which will contribute to the 
individualization of the education process and 
promote the possibility to realizing human 
potentials. 
The students used in the Courson and O’Brien study 
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(1968) at BJC were identified as "low-achievers." 
Herrscher (1977) states that developmental 
education programs must provide students with a 
supportive environment, focus on relevant curricula and 
provide instruction designed specifically to meet 
students’ needs. The instructional delivery system, an 
important factor of any program, takes on added 
significance in a developmental educational setting. 
Student are in this setting because traditional modes 
have failed to provide them with the basic skills, 
attitudes and knowledge essential for success in 
college. To replicate the conditions under which 
failure has occurred would only ensure yet another 
failure for students. It is essential that instruction 
be redesigned to incorporate those elements known to 
enhance student learning. 
Herrscher (1977) believes that a "systems model" 
can serve as an excellent framework for assembling known 
elements to dynamically enhance student learning. He 
calls attention to a typical design applied to 
instructions, and contends that it is appropriate for 
remedial education programs which can be built around 
media instruction. 
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The systems model is an innovative approach to 
developmental programs. However, most colleges and 
universities do not have the necessary financial 
capability to implement the model. Thus, programs or 
instruction designs must adhere to "cost-effective” 
approaches whenever possible. 
Spann (1977) speaks of the approach to building 
a developmental education program as being rather "ad 
hoc": it is not a step-by-step procedure for planning, 
designing, implementing and evaluating a program. 
Rather, it is an attempt to offer a number of points to 
ponder for those seeking to construct effective 
programs: the importance of systematically determining 
the need for a developmental education program; the 
importance of evaluating both program and process; the 
advantages of an integrated program-one based on some 
solid assumption about the developmental needs of the 
learner; the importance of administrative commitment at 
every level; and the necessity of providing 
skill-oriented staff training for developmental 
educators. These are outstanding characteristics of an 
outstanding program. 
Spann (1977) feels it is important to examine 
teacher-directed instruction, but that it is also 
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important to emphasize student self-directed 
learning that the evaluative approach focus more on 
product and process. Spann is supportive of the 
self-directed learning approach. According to Knowles 
(1973), 
Self-directed learning is a process in which the 
individual takes the initiative, with or without the 
help of others, in diagnosing their learning needs, 
formulating learning goals, identifying human and 
material resources for learning, choosing and 
implementing appropriate learning strategies, and 
evaluating learning outcomes. 
Knowles (1973) further describes self-directed learning 
as a collaboration with teachers, tutors, mentors, 
fellow students and others who may serve as resources. 
Spann (1977) believes in the 
"Situation-Specific" curriculum approach to 
developmental studies, designed to help college students 
enter mainstream programs. It is a systematic procedure 
to be utilized whenever possible to determine which 
student needs what, and for what purpose. If, for 
example, a student is found to need improvement in 
teaching, writing or human relations skills, the need 
should be spelling out in a Situation-Specific 
statement, one that identifies the reading skills the 
student needs to achieve his goals. 
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and his objectives. The curriculum approach can be 
associated with the individualized instruction approach 
to developmental learning according to the needs 
assessment and execution process. 
The City University of New York is increasingly 
recognized for its efforts in the area of developmental 
education. With a high population of minority students, 
many of CUNY’s units have developed and implemented a 
variety of programs for the underprepared. Bronx 
Community College (discussed earlier in this study) 
represents only one of the CUNY colleges. Lehman 
College, discussed earlier in this study regarding its 
Academic Skills Development Block Program, designed and 
implemented the SEEK Pre-Freshman Summer Program (PFSP) 
in 1985. Its purpose is to reduce academic deficiencies 
and help the students to acquire behavioral and 
attitudinal skills that enhance the learning process. 
It operates on the premise that early exposure to basic 
skills courses and the college environment will increase 
the retention rate of these students when they are 
enrolled during the regular a academic year. 
The program focuses on first-year students and 
runs for six consecutive weeks during the months of 
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July and August. Students who enroll in the program 
usually have failed to pass their first reading, 
writing and mathematics BSATs, or have not yet taken 
the tests. The PFSP operates like the regular Academic 
Skills Development Block Program. Students are blocked 
into an Integrated Language Studies course, a Freshman 
Orientation course, and a Mathematics Laboratory, if 
needed. There is a tutoring component. 
An evaluation conducted by Pomales (1985) on the 
PFSP at Lehman College included a profile of a typical 
PFSP student: 
--poor self-image and lack of confidence; 
--unrealistic self-appraisal--inability to recognize 
his own academic deficiencies and/or his own past 
achievements; 
--lack of a strong support system in the immediate 
home environment to provide encouragement and 
advice; 
--difficulty influencing and controlling his life 
circumstances effectively; 
--external locus of control; and 
—perception of education as a passive reception 
process, rather than an active, participatory one. 
Pomales (1985) concluded by stressing the 
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program’s effectiveness in helping disadvantaged 
students to overcome their initial deficiencies. 
The PFSP operates at ten senior colleges of the 
City University. An overall evaluation report published 
in April 1986 by the Office of Student Affairs and 
Special Programs found that, after several consecutive 
years of operation, the PFSP had gained a reputation for 
excellence a basic skills program for 
academically-underprepared and economically poor 
students and as an innovative educational community with 
CUNY. The report indicated that the greatest 
contributing factor for the program’s effectiveness was 
the intimate and closely-monitored structure that was, 
in the past, not often possible to maintain during the 
regular academic year. Students who fail to pass the 
reading and writing BSAT at the end of the PFSP are 
enrolled in the Academic Skills Block Development 
Program (discussed in Chapter I of this study) in the 
fall semester. 
During the regular academic school year, as well 
as in the summer program, instructors of the block 
program courses meet together weekly to plan strategies 
that will help them to link the skills courses to the 
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content courses, thus providing opportunities for 
transfer of knowledge and skills. Reading teachers, for 
example, try to take the reading materials used in the 
content areas and translate it into language that 
students can more readily understand. 
The utilization of themes is a key strategy used 
by the faculty members. Various instructors may use a 
specific theme in a variety of ways. For example, the 
theme of "Who Am I?" is highlighted in the humanities 
course by reading about a character in a novel. The 
reading teacher might expand on the theme through a 
small vignette on someone’s life. The writing teacher 
might have students write an autobiographical paper, and 
the counselor might follow up with exercises that help 
students focus on who they are, what their values and 
interests are and who they think have influenced their 
lives. Faculty members also use their planning sessions 
to develop the curriculum and to focus on the academic, 
social and emotional progress of students (Smith and 
McMillon, 1986). 
Counselors in the block program use their 
abilities to enhance developmental learning processes. 
The presence of the counseling staff is of paramount 
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importance, as the courses they teach (Freshman 
Orientation) reinforce the academic courses. It is 
important to note that the counselors at this particular 
unit of CUNY have faculty status. 
Counselors work closely with the faculty team to 
become more active in realizing the objectives of 
content course lessons, and in developing strategies 
used to implement those objectives. They facilitate 
the developmental learning processes of the students 
and, in many cases, coordinate the block team 
meetings. They evaluate course objectives to devise 
common themes using content-related group dynamics to 
help students improve their comprehension and 
expression. 
The Freshman Orientation course taught by SEEK 
counselors, who develop their own course syllabi, is an 
essential part of both the block program and the 
overall block teaching process. It is a course for 
first-semester freshman students who are placed in the 
block, designed to help students develop attitudes, 
behaviors and skills that will help them make a 
successful adjustment to college. As part of an 
innovative curriculum that offers an organized 
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inherent support system for high-risk students, the 
course provides guidance in areas of 
self-responsibility, intellectual growth and 
self-development. It reinforces the academic norms. 
Aldridge (1969) strongly advises that, in 
creating a curriculum for the disadvantaged student, a 
functional approach is necessary. Courses should be 
built directly on the basis of the needs and 
characteristics of the students as well as those of the 
society. These needs must be accurately identified, 
then translated into objectives appropriate to the 
university. He states, 
We should organize the curriculum not so much to 
concentrate on the nature of conceptual innovation 
and process of conceptual thought. The curriculum 
should aim for more than just teaching the student 
how to think; it should encourage a genuine desire 
within the student to create, as well as to magnify 
the self, establish personal identity and foster 
individuality (1969). 
All of this must be done for students from impoverished 
backgrounds, just as it was done for more affluent 
students. 
When developing a curriculum, practitioners 
should be able to describe in behavioral terms the kind 
of change they hope to bring about in the disadvantaged 
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student. Aldridge addresses the basic questions which 
should be asked by individuals when preparing a 
curriculum for disadvantaged students: 
Is teaching for an employable skill the overriding 
concern? 
—Do we want the student to develop critical thinking 
ability? 
--Do we want to instill in him a new set of values? 
The Academic Skills Development Block Program 
seeks to address all of these questions. However, it 
does not always try to instill new values as much as it 
endeavors to help students identify and mold some 
values, without necessarily compromising those that are 
beneficial to them. To his credit, the program 
continues to search for new ideas and strategies to 
better serve the students and strengthen itself. 
Of the redemptive programs and instructional 
methods of approach to the problem of developmental 
education of underprepared students, the Academic Skills 
Block Program curriculum approach appears to be strong 
in its organizational structure, student-facuity support 
systems and implementation process. And, unlike most 
compensatory programs, the design of the skills block 
53 
program is fairly well documented. 
The researcher does not seek to change the basic 
design of the skills block program. Rather, the intent 
is to implement and evaluate a course design for small 
groups as a teaching and learning intervention strategy 
for Level I, Block 040 program students. It is this 
researcher’s hypothesis that the application of a course 
designed for a small group method of instruction will 
favorably affect the academic performance and personal 
function of skills block program students, improving 
student retention and program effectiveness. The method 
of approach is based on the Organizational Development 
(OD) concept of group dynamics, which can serve two 
purposes in present-day education systems: change in the 
approach to teaching and learning processes as well as 
behavior change in subsystems. The researcher intends 
to examine the former. 
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Small_Groups: An Organizational Development 
Intervention Concept in Higher Education 
Historically, Organizational Development (OD) 
emerged from three different backgrounds. The first was 
the growth of the National Training Laboratories (NTL) 
and the development of training groups—sensitivity 
training and T-groups. The second was the early work in 
survey research and feedback. Kurt Lewin was 
instrumental in developing both areas. The third 
background, popular in recent years in America, is the 
approach focusing on productivity and the quality of 
work life (Huse and Cummings, 1985). 
According to Huse and Cummings (1985), NTL began 
in the summer of 1946, when Kurt Lewin and his staff at 
the Research Center for Group Dynamics at the 
Massachusetts Institute for Technology were asked for 
help in research on training community leaders by the 
Connecticut Interracial Commission and the Committee on 
Community Interrelations of the American Jewish 
Congress. Thus, the first T-group was formed, allowing 
people to react to data about their own behavior. The 
conclusions reached by the researchers about the first 
T-group experiment were that feedback about group 
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interaction was a rich learning experience, and that the 
process of "group building" had potential for learning 
that could be transferred to other situations. As a 
result of this unique experience, the Office of Naval 
Research and the National Education Association provided 
financial funding, and Gould Academy in Bethel, Maine, 
was selected as a site for further work. The first 
Basic Skills Group began in the summer of 1947. Because 
the program was so successful, the Carnegie Foundation 
provided support for programs in 1948 and 1949, which 
led to a permanent program for NTL within the National 
Education Association (Huse and Cummings, 1985). 
As a result, OD students have been able to 
experience the uniqueness of multidisciplinary work 
involving interpersonal and group dynamics. 
Organizational Development concepts are methods of 
teaching and learning-change intervention strategies, 
which include survey feedback, team building, process 
consultation, T-groups, small groups, sensitivity 
training and third-party intervention. As well as some 
of the other group approaches, 
The small group concept is natural and colorless. 
It does not matter whether the group in question is 
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a primary or secondary one. It refers to numbers of 
members and not to degrees of affluence (Olmstead 
and Hare, 1978 ) . 
According to Huse and Cummings (1985), groups 
are the basic units of change. They are used in private 
organizational structure to increase productivity among 
employees, and in the public organizational structure 
(education systems) to improve human relation skills, 
self-growth development and cognitive learning 
processes. For purposes of this study, the latter 
approach to groups will be explored. 
They (Huse and Cummings, 1985) conclude that an 
educational system is an instrument which adult society 
uses in its deliberate attempt to direct the growth of 
knowledge and young people in ways that the knowledge, 
attitudes, values, habits and skills to which this 
growth leads will be those that are prized in society. 
The school system helps to provide the kinds of persons 
wanted by the adult society which supports it. The 
curriculum influences significantly how learners enact 
and undergo the process of their deliberate 
introduction into the culture. The focus of the 
curriculum concludes growth and development, courses 
of desired learning, and learning for the students for 
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which it was developed, implemented and evaluated. The 
nature of curriculum change should be seen as a type of 
social change—change in people, not mere change on 
paper. Miel (1946) concludes that: 
To change the curriculum of the school is to change 
the factors interacting to shape that curriculum. 
In each instance, this means bringing about changes 
in people--in their desires, beliefs, and attitudes, 
in their knowledge and skill. 
Miel’s (1946) statement helps to bring the human 
aspect of the curriculum change problem into focus. It 
helps professional educators to identify inservice 
education of school faculty as an integral aspect of 
curriculum revision. Workers for curriculum change have 
been aware of the lack of social cohesion in our 
society. They, too, want a change in objectives, a 
change toward the development of an understanding and 
appreciation of the central values of our democratic 
traditions and a deep commitment to them. They have 
suggested changes in content and method, and have gone 
on to indicate the "core,” the "common learning," or the 
"general education" part of the program which all 
students should experience as a way of learning to live 
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a good life in our kind of world (Benne and Muntyan, 
1957 ) . 
According to Benne and Muntyan (1957), there are 
times in which the demand for change has been aimed 
especially at modifications of methods--either in the 
methods which determine the form of social control under 
which learners have their school experience, or in the 
aspect of it which is primarily concerned with the most 
effective conditions under which learning goes on. It 
is the latter method of curriculum change of which this 
research study seeks to examine, through the small 
t 
group method of approach. 
Teaching is cognitive, and one of the 
propositions for teaching a course using the small group 
method is based on the utilization of traditional 
activities (cognitive) and non-traditional ones, 
including interpersonal communication and 
problem-solving (affective). The essential philosophy 
about student participation in small groups includes the 
following, according to Erickson (1970). 
—The act of discussing problems with others in groups 
is a real and vital act, essential to success in our 
society. 
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- The traditional modes of teaching participation in 
society were somewhat detached from its realities. 
The activity can be best learned by participation 
under ’’real” conditions where you have a stake in 
the outcome; in other words, will either profit by 
or suffer from what is decided. 
—It is possible to generate such discussions in the 
classroom without being accused of detached 
simulation of spurious role-playing if both teacher 
and students are willing to risk a little. 
--The generalizations about group discussion and group 
interaction are much better understood if they are 
studied during a time of participation rather than 
in isolation. 
--A pedagogy based on a combination of their and 
practice offers the most learning potential to the 
student, and is the most efficient for the teacher. 
Learning in small groups includes cooperative 
efforts which can be achieved through various 
group-centered activities. These activities can be 
structured or unstructured. Development of attitudes 
and abilities are the important goals of the group 
method. Learning experiences do not come from the 
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absorption of content; rather, learning comes from the 
analysis, inference, relation and application of 
content, according to Bouton and Rice (1983). They state 
that learning activities should be focused equally on 
skills and content, from basic reading, writing, 
speaking and listening to listening and problem-solving. 
Prompt education by students and teachers alike 
provides continuous information and reinforcement to 
guide the course of learning. This encourages students 
to become conscious of their own process of learning and 
prepares them to become independent learners. 
Aronson (1972) developed MThe Jigsaw Cooperative 
Learning Method,” a small group method for classroom 
teaching and learning strategies. It focuses on 
students as the principal source of information and 
reinforcement of one another. It is a student-directed 
group process which lends itself to experience-based 
learning (learning by doing) and demonstration of skills 
and information learned. 
The Cooperative Learning Project, a group effort 
at the University of the District of Columbia, is also 
an approach to students learning in groups which grew 
out of the conviction that content and skills cannot be 
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separated: both are part of a single learning process. 
The goal of the project was to develop a teaching method 
that actively engages students in a learning process 
that enables them to acquire a knowledge of the material 
and to develop their skills in the process of acquiring 
that knowledge. The University of the District of 
Columbia is a public institute: it has low tuition, an 
open door policy and a predominantly Black enrollment. 
The students are typically nontraditional in that they 
are older than the average college student, their 
parents lack college degrees and, in many cases, they 
are enrolled part-time. The skills deficiencies of 
these students may be more severe than--but not 
different in kind from--those of other college students. 
Some students need special courses in specific skills, 
but all students need continuous practice to develop the 
particular skills and abilities not provided by 
traditional methods. The success of the project and the 
results that others experienced with learning groups 
indicate that the goal can be achieved (Bouton and Rice, 
1983). 
Group entry, or formation, can be found in the 
origins of society. Aristotle said, "Man is a social 
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animal. In the nineteenth century, behavioral 
scientists began to examine the question of group 
formation and presumed their answers to be based more on 
observation and fact than on philosophical conjecture. 
In the twentieth century, psychologists entered the 
arena of social explanation and offered their own 
reasons for group formation. These were ’’instinct” 
theories which argued that social groupings resulted 
from the interplay of gregarious, reproductive, 
acquisitive and constructive drives that are instinctual 
in man (Crosbie, 1975). According to Phillips and 
Erickson (1970), small groups form for many reasons. 
People who feel a common concern about a problem seek 
solutions to the problem via social conversations and 
behavioral likenesses. Most often, group formation or 
entry is based upon a specific plan or action. Planning 
strategies for task-oriented activities usually involves 
the examination of a desired product or outcome. 
In conclusion, groups and oganizations are an 
inherent biological part of our existence: we cannot get 
away from nor dismiss them. They can have a positive or 
negative impact on the quality of our individual lives, 
depending on the purpose for which they are utilized. 
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This study will not use the enormous amount of 
literature on the subject of small groups—however, 
their multiformity in organizational settings of both 
private and public sectors of society, and their 
variant usage in approaches to change processes, are 
certainly valuable to educational institutions. The 
researcher addressed only those strategies which appear 
to be applicable to the study and the evaluation of 
outcomes. 
Dynamics of the Small Group Process 
The small group as a teaching strategy serves as 
a support system for educational goals. When used in 
this context, the output expected is focused upon some 
specific cognitive growth relative to academic 
achievement. Some form of structural task-oriented 
learning is assigned to the students. If the purpose of 
the group is problem-solving, the interaction or group 
process is personal and therapeutic. Outcome is 
measured on the improvement of the individual, rather 
than by the effectiveness of the whole group at the 
performance of a task. The welfare of the individual is 
the main goal. In problem-solving discussions, the 
emphasis must be on group action. It seeks to help 
64 
participants to understand that they share a common 
problem and to achieve some techniques in dealing with 
behaviors which are counterproductive, according to 
Phillips and Erickson (1970). 
The conclude that it is possible for students to 
discover something about themselves and their behavior 
that might assist them in understanding the behavior of 
others with whom they participate. An individual who 
interacts with others has an opportunity to expand his 
self-esteem and his capability to cope. Group 
interaction affects personality development, as the 
group has the power to contribute to the mental and 
social health of each of its members. 
According to Steiner (1972), process consists of 
the actual steps taken by the group when confronted by a 
task. It includes all of those intrapersonal and 
interpersonal actions by which people transform their 
resources into a product, and all those non-productive 
actions that are prompted by frustration, competing 
motivations or inadequate understanding. It consists of 
collective action of the people who have been assigned a 
task. In productive groups, these actions will include 
the intellective and communicative behaviors by which 
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members evaluate, pool and assemble their resources, 
decide who shall do what and when, assign differential 
weights to one another’s contributions, and extol one 
another to participate fully in the group’s 
task-oriented activities. Task demands specify the 
resources that are needed, and the manner in which they 
should be employed in order to generate a good product. 
For the underprepared minority college students, 
adjusting to the social milieu of college life can be 
difficult. They often feel lost and isolated. Through 
the dynamics of the small group process and task 
activities, students can discover that such feelings of 
isolation are understood and shared by others. Because 
the small group is less intimidating than a larger class 
setting, students can feel free to learn new ways of 
relating to each other and the college community. For 
this study, the dynamics of process and task activity is 
designed with some specific goals and outcomes in mind. 
These outcomes are concerned with the acquisition of 
cognitive skills relative to improved academic 
performance; personal function skills relative to 
problem-solving in social terms for everyday life 
experiences; and interpersonal communication for 
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improved interaction with self, peers, the general 
college community and the world at large. 
The small group approach is a pedagogical method 
of instruction and learning which is relevant to the 
needs of underprepared students because of its process 
task-oriented activities. The focus of group process 
refers to the flow of behaviors in a group--how things 
are happening rather than what is happening. It 
involves setting goals, exchanging ideas through 
communication, and developing procedures for 
problem-solving and decision-making. It is members 
knowing each other and expressing different forms of 
communication with one another (Napier and Gershenfeld, 
1983 ) . 
Giffon and Patton (1974) stated that 
communication is basic to human existence. It arises 
out of the need to reduce uncertainty, to act 
effectively, to defend or strengthen the ego. Minority 
students are realizing that knowledge and abilities in 
interpersonal communication are basic to student 
development. Giffon and Patton define interpersonal 
communication as the face-to-face interactions between 
people who are consistently aware of each other. It is 
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a process which involves constant adaptation and 
spontaneous adjustment to other persons. The authors 
assert that interpersonal communication is an inherent 
part of self-actualization. For a person to get to know 
himself well, to understand how he/she might become 
better, to envision him/herself being better, and to 
change his/her ways always requires interaction with 
others. This is especially true when one is trying to 
improve one’s ways of relating to others. 
In summary, if one wants to change something, 
the first thing to do would be to form a group of 
like-minded people--individuals often achieve very 
little on their own. The social power of an individual 
is mediated by groups. One’s self-image is not 
self-contained. It is a living, changing system of 
refractions, reflections and agreements. It depends on 
others--lovers, friends and enemies populate the 
personality--giving it the space to become organized 
(Robinson, 1984). 
If educators are to address the needs of 
students, our nation’s greatest and most precious 
resource for human survival, they must accept the fact 
that cognitive and affective constructs must coexist in 
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the learning process. Pedagogy and the art of existence 
must form an alliance at the preschool through 
post-secondary levels of our educational systems, if our 
students are going to value learning and respect 
knowledge as being the foundation of and for self-growth 
and development, as well as the basis for being a 
credible, functional member of society. 
Benne and others (1961) stated that: 
Our fundamental values, whether we think of them in 
terms of super-ego, or moral conscience, or some 
great extent on the social support of individuals or 
institutions which operate as surrogates for whom we 
have learned . . . the ongoing integrity of the 
individual . . . depends upon adequate social 
integration. 
CHAPTER III 
METHODOLOGY 
Introduction 
This study is designed to evaluate the outcome of 
a course designed for small groups as a teaching and 
learning strategy. The course is intended to assist 
underprepared minority college students in their efforts 
to improve academic performance and enhance personal 
functions--problem-solving and interpersonal 
communication skills. The course will be part of an 
Academic Skills Development Block Program, Level I 040, 
for skills-deficient students. 
The purpose of this study is to offer a 
different approach to student learning and classroom 
instruction. During the study, students will have 
opportunities to be responsible for their own learning 
experiences, both cognitively and affectively. Through 
small group process and task activities, they will be 
expected to explore problem-solving techniques and 
examine interpersonal communication skills. 
Using concepts from various models, the course 
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for the small groups will be developed by the 
researcher. For example, Napier and Gershenfeld (1983) 
developed a small group designed for six members per 
group. It is process-product-oriented in task 
activities. Its focus is individual change and 
development based on areas of needed improvement. They 
developed a Group Evaluation Form for the purpose of 
allowing individual members to observe the 
socioemotional areas--gatekeeping and harmonizing as 
well as individualized and group learning. Napier and 
Gershenfeld also developed the Post-Meeting Reaction 
Form, which measures the degree of involvement of 
members, the amount of participation, conflict and 
group goal achievements. The facilitator’s role is 
support, and clarification when necessary. The 
facilitator (research) supplies examples from his or her 
own observations, and keeps feedback processes focused 
upon present issues, allowing for the student-directed 
group process. 
Interpersonal communication and the development 
of problem-solving skills are part of the 
process-product task-oriented activities. To improve 
skills, the course provides task activities which 
include group and individual reading and writing 
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assignments and projects which require pooling of ideas 
and personal resources. The groups will experience 
structured and non-structured activities. 
The evaluation measures of this study will focus 
on students’ academic performance, and improvement of 
personal functions--problem-solving and interpersonal 
communication skills relative to the small group method 
of approach. The design configuration will be a pre- 
and post-control group experimental design. 
This study is expected to create a sense of 
academic independence in underprepared students as they 
will hopefully become active participants in their 
educations. Through group process and task-oriented 
activities, the study is expected to influence the 
student’s social skills awareness of self, others, and 
the ability to resolve the problem issues of social and 
academic integration into the college environment. 
Hypotheses 
This study will consider hypotheses which are 
closely related. 
Hypothesis One: the experimental group relative to 
the control group will show an increase in passing 
scores on measures of writing proficiency on the WAT 
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test. 
Hypothesis Two: the experimental group relative to 
the control group will show a significant difference 
in academic performance as indicated by the GPA. 
Hypothesis Three: the experimental group relative to 
the control group will show a significant 
difference in the number of students moving from the 
Level I block to the Level II at the end of the 
semester, based on measures of reading proficiency 
on the RAT. 
Hypothesis Four: the experimental group relative to 
the control group will by the end of the semester 
demonstrate a significant improved effectiveness in 
areas of problem-solving and interpersonal 
communication skills, based on measures of the PSI 
and the ICI. 
Research Design 
The design configuration for this study will be 
an experimental pre- and post-control group design. 
This design was selected because it measures the history 
and maturation effects of the study, factors which 
enhance its internal validity. 
This study involves the design, implementation 
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and evaluation of a course for small groups as a 
teaching and learning strategy for underprepared 
minority college students. The evaluation will focus on 
the small group experience on the reading and writing 
Basic Skills Assessment Tests and the Grade Point 
Average, and whether it improves effectiveness in areas 
of problem-solving and interpersonal communication 
skills. A planning model, in the form of a syllabus, 
will be devised by the researcher for the experimental 
group. The traditional course syllabus will be used for 
the control group (see Appendices E and F). 
The two groups used for this study will differ 
in their treatment. The experimental group will be 
given the pre- and post-test measures of the reading and 
writing BSATs, the Problem-Solving Inventory (ICI, 
Bienvenu, 1987). Survey data include Reaction Forms and 
the Group Evaluation Form (PMRF and GEF, Napier, 1983), 
the Self-Assessment Inventory: Behavior in Groups (SAI, 
Thayer, 1081), an independent observation assessment, 
Conferences I and II, and thirteen weeks of small group 
process and task-oriented activities in a laboratory 
setting (non-traditional classroom). The control group 
will receive the pre- and post-PSI, ICI, BSAT, WAT and 
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RAT, and thirteen weeks of the traditional Freshman 
Orientation Course in a traditional classroom, available 
to all entering freshman students in the skills block 
program. Survey data include Conferences I and II and 
Independent Observer. 
Scores from the BSAT, WAT and RAT, PSI, ICI and 
end-of-semester grade point averages will serve as 
interval data for studying the hypotheses. Surveys, 
including the PMRF, GEF, SAI, Conferences I and II and 
Observer’s Report will reflect and support interval data 
results from a qualitative point of view. 
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Summary of Design 
Control Group Experimental Group 
Pre-Test: BSATs, PSI, ICI 
Thirteen weeks of traditional 
Freshman Orientation 
Conference I 
Pre-Test: BSATs, GEF, 
SAI, PMRF 
Thirteen weeks of 
small group work 
(non-traditional) 
Conference I 
Independent Observer Independent Observer 
Post-Test: BSATs, PSI, ICI 
and GPAs 
Post-Test: BSATs, PSI, 
ICI, GPAs, SAI, PMRF 
and GEF 
Conference II 
Independent Observer 
Conference II 
Independent Observer 
Independent Variables 
BSATs: Reading and Writing Tests 
Problem-Solving Inventory 
Interpersonal Communication Inventory 
Grade Point Averages 
Dependent Variable 
Small Groups 
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Population and Sampling 
This study was confined to first-semester 
(Freshman) minority (Black and Hispanic) college 
students enrolled in two sections of the ACS 002 
Freshman Orientation courses of the Academic Skills 
Block Program at Level I 040, Lehman College, City 
University of New York. 
The two sections of ACS 002 constitute the 
control/experimental group assignments. They were 
randomly selected by "lottery" process. Each group 
consisted of sixteen students each, for a total of 
thirty-two participants drawn from a population of 
seventy-two. This population was chosen for the study 
because of its history of course repeats, unofficial 
withdrawals, failing scores on the BSAT reading and 
writing examinations and retention problems. 
Of the three courses which make up the Academic 
Skills Development Level I 040 block, the ACS 002 
(Freshman Orientation Course) was selected for the study 
because it provides the greatest amount of content 
flexibility than the other two skills block courses. 
For purposes of this study, one section of ACS 002 will 
remain as the traditional Freshman Orientation Course, 
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and the other will be revised and titled the ACS 002 
Small Groups Course. 
The study sample totaling thirty-two was small 
due to the classroom enrollment remediation policy. 
Also, the sample was small due to the low number of the 
total population of Level I 040 block students 
registering for college during the period the study was 
conducted (spring semester). 
Procedure 
First-semester freshmen, Black and Hispanic 
students who failed to pass the reading and writing BSAT 
(criteria for block placement) were identified and 
assigned to particular sections of the ACS 002 Freshman 
Orientation courses of the Level 040 block. One section 
of ACS 002 will receive thirteen weeks of the 
traditional Freshman Orientation course of study, and 
one section will receive thirteen weeks of the small 
group method of approach course of study: 
control/experimental group design. The "lottery” method 
was used to ensure that participants were randomly 
selected. 
Several data-gathering, pre- and post-testing 
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measurements and surveys were administered to both 
groups. The administration of the data-gathering 
process was conducted by the researcher, who also taught 
both sections of the ACS 002 courses used for the study. 
The data collection was conducted during the first two 
sessions and the two final sessions of each course 
section. 
An independent observer conducted pre- and 
post-observational assessments of both groups. The 
observer was an ACS 040 skills instructor within the 
selected Level I 040 block. The observer, as well as 
the other block instructor, had no prior knowledge of 
the study. 
Data Gathering 
To enhance data accessibility, both primary and 
secondary sources of data were collected. A total of 
nine data-gathering tools were used. These instruments 
are described in more detail below. 
Instrumentation 
Basic Skills Assessment Test 
City University of New York, 1990 
The BSAT is a standard test developed by CUNY to 
measure the academic level of entering first-semester 
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college students in the areas of reading (RAT), writing 
(WAT) and mathematics (MAT). For this study, the BSAT 
(WAT and RAT) will be used to measure academic 
performance relative to passing scores and/or 
increase/decrease in scores. 
Interpersonal Communication Inventory 
Bienvenu, 1987 
The Interpersonal Communication Inventory (ICI) 
is applicable to social interaction in a wide variety of 
situations. It is an attempt to measure tendencies in 
interpersonal communication skills and may be used as a 
teaching aide. The instrument has been used in a 
variety of ways: as a counseling tool, a teaching device 
and a supplement to an interview. The fifty-four-itemn 
scale is designed to examine self-concept, listening, 
clarity of expression, difficulties in dealing with 
angry feelings and self-disclosure. 
Self-Assessment Inventory: Behavior in Groups 
Thayer, 1976 
The purpose of this instrument (SAI) is to help 
the individual assess his/her attitudes and activities 
during group sessions. Its goals are to encourage the 
learner to assume a larger portion of the responsibility 
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f°r learning, to help individuals take an active part in 
examining their own group behavior, and to assist the 
participants in sharing their strengths and weaknesses 
concerning group behavior in a positive, 
non—threatening atmosphere. Its focus is assessment of 
attitude and learning activities. Often used by group 
facilitators, it has sixteen items. 
Grade Point Average 
College Transcripts, 1990 
Students are usually given a letter grade at the 
end of a fifteen-week college semester period, "A" being 
the highest grade and "F" being the lowest failing 
grade. For this study, academic performance will be 
measured by a passing grade of A, B or C in academic 
content courses. A passing (P) grade is given for 
Freshman Orientation Courses. When the letter grades 
are converted to numerical form, performance will be 
measured by a GPA of 2.0 and above. GPAs will be 
computed at the end of the semester. 
Problem-Solving Inventory 
Happner, 1982 
This inventory (PSI) asks how an individual 
normally reacts to personal difficulties and problems 
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and how he/she reacts to stressful situations. For this 
inventory, ’’problem" refers to personal problems that 
occasionally confront people, such as feeling 
depressed, getting along with friends, choosing a 
vocation or deciding whether to get a divorce 
(separation from family). It measures problem-solving 
confidence, approach-avoidance style and personal 
control. The instrument is relatively new; however, it 
has been used to measure problem-solving skills of Black 
and Hispanic students at Kingsboro Community College, 
City University of New York. It has thirty-five items. 
Independent Observer 
College Instructor, 1990 
The purpose of the Independent Observer is to 
conduct the pre-observational assessments for the 
purpose of determining if, in fact, the group 
experience has any significant influence on 
participants’ problem-solving and interpersonal 
communication skills. The observer will utilize the 
PSI and ICI inventories as an observational guide, as 
well as professional skills and abilities in group 
work. 
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Post-Meeting Reaction Form 
Napier and Gerschenfeld, 1983 
The Post-Meeting Reaction Form (PMRF) is for the 
purpose of evaluating the degree of group involvement of 
each member, the amount of participation, the amount of 
perceived conflict and group goal achievement. Used 
most often by group trainers, for this study, the PMRF 
was used to assess group process and member 
participation relative to communication. 
Conference I and II Surveys 
Developed by the Researcher, 1990 
Conferences I and II represent written responses 
from the participants in the study, to be used as 
supportive sources of data. The participants will 
complete each survey prior to conferences. 
Data Analysis 
A review of the demographic data was compiled, 
using cross-tabulation tables to establish the 
relationship of sameness between both the control group 
and the experimental group--i.e., age, economic status 
and high school grade point averages. As well, all pre¬ 
collected data was statistically analyzed to establish 
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sameness between the two groups on measures of the BSAT 
reading and writing, the Problem-Solving Inventory and 
the Interpersonal Communication Inventory. 
All pre- and post- data—the BSAT reading and 
writing scores, the Problem-Solving Inventory, the 
end-of-semester grade point averages—were compiled and 
entered into an IBM Personal Computer with program 
instructions to run a t-test for independent groups, for 
purposes of statistical differences between the two 
groups. The significance level was set at PC.05 for 
the study. A frequency distribution analysis was 
compiled prior to running the t-test. The Statistical 
Package for the Social Sciences (SPSS) was used to 
analyze the data. 
Data requiring written responses by the students 
in the experimental group--Self-Assessment Inventory, 
Post-Meeting Reaction Form, Group Evaluation Form and 
the Independent Observer’s report—was applied to 
specified statistical data analyses from a qualitative 
point of view in support of accepted hypotheses relative 
to influence of treatment (small groups). 
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Summary 
The purpose of this study was to determine 
whether a course designed for small groups might produce 
some significant results in the academic performance and 
increase effectiveness in areas of problem-solving and 
interpersonal communication skills of underprepared 
minority college students. 
Chapter IV includes an interpretation of the 
analysis of the data and reports of the acceptance or 
rejection of the hypotheses. Chapter V addresses the 
summation of the evaluation, conclusions and 
recommendations. 
CHAPTER IV 
FINDINGS 
Introduction 
This Chapter will present findings based on the 
data collected during the course of this project. The 
data collected for this study was gathered from the two 
different groups (experimental and control) selected 
for the study. 
The data collected from the experimental group 
differed from the control group. The experimental group 
data were the following: the pre- and post-test measures 
of the reading and writing test scores; students’ 
end-of-semester grade point averages; the 
Problem-Solving Inventory (PSI, Happner, 1982); and the 
Interpersonal Communication Inventory (ICI, Bienvenu, 
1987). Survey data include the Post-Meeting Reaction 
Form and Group Evaluation Form (PMRF and GEF, Napier, 
1983); the Self-Assessment Inventory Form (Thayer, 
1987); and an Independent Observer and Conferences I and 
II. The control group data were: the pre- and post-test 
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measures of the reading and writing test scores; 
end-of-semester grade point averages; the 
Problem-Solving Inventory (PSI, Happner, 1982); the 
Interpersonal Communication Inventory (ICI, Bienvenu, 
1987); and an Independent Observer and Conferences I 
and II. 
The data were analyzed by the Statistical 
Package for the Social Sciences (SPSS). Because the 
sample population is small in number, the researcher 
completed t-tests for independent groups and presents 
tables of all the data which will show the significant 
differences and statistical variability: the mean and 
the standard deviation: the significant level is P<.05 
at 30 degrees of freedom. 
Analysis Overview 
For the first hypothesis, the researcher will 
present the data that relates to the Basic Skills 
Assessment Test. A frequency distribution percentage 
table and statistical summary average table will present 
pre- and post-Writing Assessment Test (WAT) scores for 
the experimental and control groups. 
For the second hypothesis, the researcher will 
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present frequency distribution percentages that reveal 
students’ Grade Point Averages (GPAs). These are 
presented in tables which compare the GPAs of the 
experimental and control groups. Tables of students’ 
grades have been compiled for each course in which the 
experimental and control groups participated. A table 
with statistical summary of interval data will also be 
presented. 
For the third hypothesis, the researcher will 
present data tables which show a comparison of 
percentages by group, indicating the movement of 
students from Level I to Level II, or English 090, by 
their performance on the Reading Assessment Test (RAT). 
A table will also compare the number of students 
repeating Level I. English 090 not only represents a 
passing score on the WAT test, but also a move from 
Level I 040 block into mainstream college courses. 
Interval data will also be presented. 
For the fourth hypothesis, the researcher will 
present interval data for both groups in the areas of 
problem-solving and interpersonal communications skills. 
The researcher will present compiled pre- and post-scores 
of the two instruments used, the Problem-Solving 
' -o 
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Inventory (PSI, Happner, 1982) and the Interpersonal 
Communication Inventory (ICI, Bienvenu, 1987). 
For this study, the researcher divided the 
students involved into two groups--the experimental 
group and the control group. The two groups received 
different treatment. The experimental group was given 
the pre- and post-test measures of the reading and 
writing BSATs, the Problem-Solving Inventory (PSI, 
Happner, 1982), the Interpersonal Communication 
Inventory (ICI, Bienvenu, 1987), the Post-Meeting 
Reaction Form and the Group Evaluation Form (PMRF and 
GEF, Napier, 1987), the Self-Assessment Inventory (SAI, 
Thayer, 1987) and Independent Observer, Conferences I 
and II and thirteen weeks of small group process, 
task-oriented activities in a laboratory setting. The 
control group received the pre- and post-test measures 
of the reading and writing BSATs, and the pre- and 
post-test PSI, the ICI, Conferences I and II and 
thirteen weeks of the traditional Freshman Orientation 
Course. The Orientation Course is mandatory for all 
freshmen entering Lehman College. 
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Presentation of Findings 
The first hypothesis predicted that the 
experimental group relative to the control group would 
show an increase in passing scores on measures of 
writing proficiency on the WAT test. 
Table 1 (page 90) presents a frequency 
distribution of the experimental and control groups’ WAT 
scores on the post-tests. The table indicates that 
nineteen percent of the experimental group passed the 
WAT, while only thirteen percent of the control group 
passed, for a positive difference of six points for the 
experimental group. There was a significant difference 
between the two groups (see Table 2, page 91). At 30 
degrees of freedom, its significance equals .04, which 
revealed the experimental group as having a higher 
passing rate on the WAT than the control group. 
Hypothesis one was accepted. 
In support of hypothesis one, there was also a 
dramatic increase in the number of students that 
increased their WAT scores in both groups. The 
experimental group had a fifty percent increase; the 
control group, forty-four percent. In this category, 
there was also a six percent positive difference for the 
experimental group. 
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Table 1 
Students’ Writing Assessment Test Scores 
Experimental 
Post (N=16) 
Control 
Post (N = 16) Difference 
N % N % % 
Pass 4 19% 2 13% 6% 
Increase 8 50% 7 44% 6% 
Decrease 3 19% 0 0% 0% 
Same 5 31% 2 13% 
Increased percentages include "Pass" percentages. 
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Table 2 
WAT Interval Data 
BSAT Writing (Pre-Test Scores) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 4.50 .894 
Experimental 16 5.00 1.155 
T-value = 1.37 
Significance PC.18 
BSAT Writing (Post-Test Scores) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 3.18 3.12 
Experimental 16 5.87 1.54 
T-value = 3.08 
Significance PC.04 
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The second hypothesis predicted that the 
experimental group relative to the control group would 
show a significant difference in academic performance as 
indicated by the GPA. For the purposes of the study, 
grades were assigned the following point values: A = 
4.00-3.70; B = 3.30-2.70; C = 2.30-1.70; and points from 
1.70 to 0.00 were not given grades. 
Table 3 (page 93) presents a breakdown of the 
two groups’ overall grade point averages. Of the 
experimental group, 19% of the students earned As, 
compared to 0% of the control group. Of the 
experimental group, 38% of the students earned Bs, and 
the same percentage earned Cs, compared to 6% and 31%, 
respectively, in the control group. Only one student 
in the experimental group earned a GPA below 1.70; ten 
of the control group members (63% of the total) fell 
below the 1.70 mark. Significance equals P<.01 for 
grade point averages, as shown in Table 3 (page 93). 
Table 4 (page 94) is a breakdown of grades for 
both groups in the ACS 040 class. Of the experimental 
group, 38% of the students earned a B or better; 94% of 
the experimental group scored below a B. While nine of 
the members of the experimental group withdrew from the 
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Table 3 
Students’ Grade Point Averages 
Grades 
Experimental 
Post (N=16) 
Control 
Post (N=16) 
N % N % 
A 4.00-3.70 3 19% 0 0% 
B 3.30-2.70 6 38% 1 6% 
C 2.30-1.70 6 38% 5 31% 
1.70-0.00 1 6% 10 63% 
T-Test Analysis 
Grade Point Average 
Standard 
Number of Cases Mean Deviation 
Control 16 3 19% 13.05% 
Experimental 16 6 38% 4.68% 
T-Value 2.63 
Significance PC.01 
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Table 4 
Students* Grades in ACS 040 
Experimental Control 
N % N % 
A 4.00-3.70 2 13% 1 6% 
B 3.30-2.70 4 25% 0 0% 
C 2.30-1.70 5 31% 3 19% 
R Repeat 5 31% 7 44% 
NC No Credit 0 0% 0 0% 
W Withdrawal 
Without Penalty 0 0% 1 6% 
wu Withdrawal 
With Penalty 0 0% 3 19% 
INC Incomplete 0 0% 1 6% 
N/A Never Attended 0 0% 0 0% 
course, four (25%) of the control group withdrew. 
Table 5 (page 95) compares the grades of both 
the experimental and control groups in the DLA 050 
course. Of the experimental group, 69% of the students 
earned GPAs of 2.70 or higher; in the control group, 
only 13% earned Bs or above. None of the experimental 
group withdrew from the course; 25% of the control group 
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Table 5 
Students’ Grades in DLA 050 
Grades 
Experimental 
Post (N=16) 
Control 
Post (N=16) 
N % N % 
A 4.00-3.70 1 6% 0 0% 
B 3.30-2.70 10 63% 2 13% 
C 2.30-1.70 5 31% 3 19% 
R Repeat 5 31% 7 44% 
NC No Credit 0 0% 0 0% 
W Withdrawal 
Without Penalty 0 0% 1 6% 
WU Withdrawal 
With Penalty 0 0% 3 19% 
INC Incomplete 0 0% 0 0% 
N/A Never Attended 0 0% 0 0% 
did. 
Table 6 (page 96) compares student grades in the 
ACS 002 course. This course was graded on a pass/fail 
basis. All of the members of the experimental group 
passed ACS 002; 75% of the control group passed, the 
remaining 25% withdrawing. 
Based upon end-of-semester grade point averages 
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(GPAs), there is a difference between the two groups. 
The students in the experimental group have a higher GPA 
than those in the control group. Hypothesis two was 
accepted. 
Table 6 
Students’ Grades in ACS 002 
Grades 
Experimental 
Post (N=16) 
Control 
Post (N=16) 
N % N % 
P Pass 16 100% 0 75% 
W Withdrawal 0 0% 2 6% 
WU Withdrawal 
With Penalty 0 0% 3 19% 
Experimental: Small Groups Course 
Control: Freshman Orientation Course 
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Hypothesis three stated that the experimental 
group, relative to the control group, would show a 
significant difference in the number of students moving 
from Level I block 040 to Level II block 041 at the end 
of the semester, based on the BSAT reading proficiency. 
In Table 7 (page 98), the number of students who 
repeated Level I, or who moved to Level II, is 
presented. Of the experimental group, 50% of the 
students moved to Level II, while 63% of the control 
group had to repeat their Level I courses, and only 25% 
went on to Level II. For the interval data, the 
significance level was .01, as seen in Table 8 (page 
99). The data revealed the experimental group as having 
higher numbers of students moving from Level I to Level 
II, relative to the control group, based on the BSAT 
reading proficiency. 
Table 9 (page 100) presents a frequency 
distribution of reading (RAT) scores of both groups on 
the pre- and post-tests. The experimental group shows a 
50% passing rate on the RAT, compared with 25% of the 
control group, for a positive difference of 25% for the 
experimental group. The rate of increase in RAT scores 
for the experimental group was 75%, while the rate of 
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Table 7 
Number of Students Repeating Level I and 
Number of 
Enter 
Students 
Level II 
Leaving Level 
or English 090 
I to 
Experimental Control 
Block Level Post (N=16 ) Post (N=16) 
Students Repeating Level I 
N % N % 
ACS 040 4 25% 10 63% 
Total 4 25% 10 63% 
Students Entering Level II < or English 090 
N % N % 
ACS 041 8 50% 4 25% 
English 090 4 25% 2 13% 
Total 12 75% 6 38% 
ii ii ii ii ii ii ii ii ii ii ii ii ii ii it ii ii n ii n ii ii n ii ii it ii ii ii ii n it ii ii ii ii ii ii ii ii ii ii — — — — n ii ii n ii ii ii ii ii ii 
Control Group: Include W and WUs for Repeats. 
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Table 8 
BSAT Reading (Pre-Test Scores) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 18.62 4.68 
Experimental 16 21.00 
4 
3.65 
T-value = 1.60 
Significance P<. 12 
BSAT Writing (Post-Test Scores) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 15.18 13.05 
Experimental 16 24.31 4.68 
T-value = 2.63 
Significance PC.Ol 
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increase for the control group was 63%, for a positive 
difference of 12% for the experimental group. 
Based upon the number of students in the 
experimental group who moved from Level I to Level II, 
relative to the control group, hypothesis three was 
accepted. 
Table 9 
Students’ Reading Assessment Test Scores 
Post (N=16) Post (N = 16) 
Experimental Control Difference 
N % N % % 
Pass 8 50% 4 25% 25% 
Increase 12 75% 10 63% 12% 
Decrease 2 13% 2 13% 0% 
Same 2 13% 0 0% 
Increased percentages include Pass percentages. 
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Hypothesis four predicted that the experimental 
group relative to the control group would, by the end 
of the semester, demonstrate a significantly improved 
effectiveness in the areas of problem-solving and 
interpersonal communication skills, based on pre- and 
post-measures of the PSI and the ICI. 
The statistical summary averages were 
computerized for both groups for the Problem-Solving 
Inventory by factor area, accordingly: 
Factor I: Problem-Solving Confidence 
Factor II: Approach/Avoidance Style 
Factor III: Personal Control 
The sums of all factor scores for both groups, 
pre- and post-, were tested for significance difference. 
There was a significant difference between the two 
groups. The significance level was P<.01 (see Table 10, 
page 102). 
The data results for the pre- and 
post-interpersonal Communication Inventories revealed no 
significant difference between the two groups. The 
significance level was P<.06 (see Table 11, page 103). 
Thus, part of the fourth hypothesis was accepted, 
which was the problem-solving measure, and part was 
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rejected, which was the interpersonal communication 
measure. 
This concludes all interval data analysis for 
the independent variables: BSATs, WAT and RAT, GPAs, 
Problem-Solving and Interpersonal Communication 
Inventories. 
Table 10 
Problem-Solving Inventory (Pre-) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 93.50 19.82 
Experimental 16 94.41 18.05 
T-value = .12 
Significance P< . 90 
Problem -Solving Inventory (Post-) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 64.62 43.70 
Experimental 16 96.87 18.57 
T-value = 2 . 72 
Significance P<.01 
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Table 11 
Interpersonal Communication Inventory (Pre-) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 72.75 14.63 
Experimental 16 73.25 15.56 
T-value = .09 
Significance PC.92 
Interpersonal Communication Inventory (Post-) 
Number of 
Cases Mean 
Standard 
Deviation 
Control 16 58.00 37.72 
Experimental 16 77.43 12.59 
T-value = 1.96 
Significance PC.06 
104 
The following section of the ’’findings" consists 
of survey data which reflects written responses from 
both groups on Conferences I and II, as well as the 
Independent Observer’s Report. The report was written 
comparatively assessing both groups. 
Additional survey data representing the 
experimental group only includes responses to questions 
that were extracted from the Group Evaluation Form, 
Post-Meeting Reaction Form and the Self-Assessment 
Inventory. These are documented in Chapter V under the 
category of "Small Groups Course." 
All survey data is supportive and reflective of 
interval data results, from a qualitative point of view. 
Independent Observer’s Report 
The Independent Observer stated that: 
Although there were some students in the 
experimental group who, at the beginning of the 
term, seemed to resent having been placed in 
remedial courses, their attitude problems had been 
resolved by the end of the term. 
Assessing the two groups comparatively, the 
Independent Observer states the following. 
Students in the control group had, for the most 
part, adopted a carefree, if not altogether 
reckless, approach to their studies. 
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Even at the end of the term (or perhaps I should say 
especially at the end of the term), there seemed to 
be a set of individuals with individual pursuits 
(few of which were academic) who happened to share 
the same space at Lehman College (control group). 
I had the feeling that few of the students in the 
control group were able to see the others as having 
a mutual goal. As a result, their aims seemed not 
more defined, perhaps even less defined, at the end 
of the term than they were at the beginning. 
The experimental group, on the other hand, developed 
a serious, cooperative approach to their studies. 
Apparently, the course for small groups contributed 
to these students’ overall academic performance and 
attitude. 
It is worth noting that the control group missed a 
total of 519 student hours during the course of the 
term, while the experimental group missed 344 
student hours. 
It wasn’t until the summer term that I learned that 
the experimental group was part of an experimental 
study and was experiencing the small group approach 
to learning. 
Conferences I and II 
The following survey data represents written 
responses from both the control and experimental groups, 
comparatively. 
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Individual Conference I, Control Group Responses, March 
1990: 
Question: 
How would you assess your academic performance at 
the present? Explain. 
Sample Responses: 
"I really don’t know how I’m doing. I think I’m 
doing okay." 
"I haven’t had any exams yet, so I don’t know 
how I’m doing." 
Question: 
Does the ACS 002 Freshman Orientation Course help 
you with your academic performance or personal 
problems? Explain. 
Sample Responses: 
"All I’m really concerned about is the WAT 
test." 
"Nobody can talk personal problems in this 
class." 
Question: 
What are some of your concerns regarding your 
academic progress? 
Sample Responses: 
"I have to pass the WAT test." 
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"All everybody talks about is the WAT test." 
Question: 
What do you think some of your needs are? 
Sample Responses: 
'Well, I need to know how I’m doing with my 
writing skills." 
"I need to pass the WAT test, or I’m going to be 
kicked out." 
Individual Conference II, Experimental Group Responses, 
March 1990 
Question: 
How would you assess your academic performance at 
the present? Explain. 
Sample Responses: 
"What do you mean?" 
"The teachers say I’m doing okay." 
Question: 
Does this ACS Small Group course help you with your 
academic performance or personal problems? Explain. 
Sample Responses: 
"Yes, it helps me. By working in the group, I 
get to talk about homework assignments." 
"Yes, I learn to ask questions more about things 
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I don’t understand.” 
Question: 
What are some of your concerns regarding your 
academic progress? Explain. 
Sample Responses: 
"Well, I would like to do better than I’m doing 
so I can pass the WAT test.” 
"I’m not going to do as well as I think I can in 
my classes.” 
Question: 
What do you think some of your needs are? Explain. 
Sample Responses: 
”1 need to get to class on time, and to 
participate more." 
”1 need to share more of my ideas with the 
group.” 
In summary, the Observer’s comparative 
assessment of the two groups, and the Conferences I and 
II responses from both groups, show a qualitative 
difference. The experimental group, relative to the 
control group, had a much better attendance record; they 
were better able to assess their own personal and 
academic needs; and they were able to develop a 
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supportive and cooperative approach to learning. On the 
other hand, the control group was much more 
individualistic, WAT-oriented, and expressed little if 
any disclosure of academic or personal assessment 
relative to the learning process. 
Individual Conference II 
Individual Conference II, Control Group Responses, End- 
of-Semester Assessment: 
Question: 
How well do you think you performed this semester, 
based on what? Explain. 
Sample Response: 
"I did not do well. I messed up. I wasn’t 
serious enough. I played around too much instead of 
doing my work.” 
Question: 
Did the ACS Freshman Orientation course contribute 
to your academic and/or personal growth? Explain. 
Sample Responses: 
"It didn’t help me pass the WAT. It has no 
credits. But it did help me understand that college 
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is not. high school. I have to be more serious about 
my work." 
"Yes, the course helped me with my study skills. 
It also helped me realize the importance of class 
participation. It helped me with time management." 
Question: 
Do you have any academic or personal needs the 
course did not address? Explain. 
Sample Responses: 
"Yes, I’m still having trouble with my financial 
aid. " 
"I think the course should be more about helping 
us pass the WAT test." 
Individual Conference II 
Individual Conference II, Experimental Group Responses, 
End-of-Semester Assessment: 
Question: 
How well do you think you performed this semester, 
based on what? Explain. 
Sample Responses: 
"I think I did good. Because I passed all of my 
classes. I didn’t pass the WAT, but I passed the 
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RAT. " 
"I feel 1 did better than I thought I would. I 
got an A in my DLA class, and I passed the WAT test. 
At first, I wasn’t doing well because I was ashamed 
of being a SEEK student, until I had to write the 
essay for my group project on the meaning of SEEK, 
for the newsletter. Now I’m proud to be a SEEK 
student." 
Question: 
Did the ACS Freshman Orientation course contribute 
to your academic and/or personal growth? Explain. 
Sample Responses: 
’’The course helped me alot. It helped me to 
improve my writing. Because my group asked me to 
write the essay on AIDS for our group project which 
was the SEEK student newsletter. I was happy to do 
it because I’m slow, but the group didn’t make me 
feel bad about that.” 
"The course made me feel excited about being in 
college, especially when we had to go and interview 
the Dean and other people on campus in order to do 
our group project for the student newspaper. I was 
a little bit nervous at first, but the group helped 
me to form my interview questions and to speak up 
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for myself.” 
Question: 
Do you have any academic or personal needs this 
course did not address? Explain. 
Sample Responses: 
"I don’t know if it’s an academic need, but I 
feel we should get credit for this course because 
you gave us alot of work for no credit. I did have 
a personal problem at the beginning. See, I did not 
have enough money to buy all my books because 
financial aid did not come through. I turned in my 
forms late. At first, I did not know what to do. 
One day my group was talking about how we had to 
help each other so we couldn’t do bad on our group 
presentation. So I finally told them I didn’t have 
all my books. A person in the group shared her 
books with me.” 
"My academic need is that I still need to pass 
the WAT and RAT. But I learned a lot in this 
course. Because of this course I’m able to get up 
on time in the mornings and get to class. What 
helped me was the group discussion on agents of 
change. So, I feel I will pass the WAT and RAT next 
semester. 
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To summarize, the students in the experimental 
group expressed less stress and anxiety in regard to 
passing the BSAT WAT. They appear to be more highly 
self-motivated, and seem excited about being part of the 
college community. It is evident that students in the 
experimental group were learning participants, rather 
than passive receivers. 
CHAPTER V 
DISCUSSION AND CONCLUSIONS 
Introduction 
It is evident from the findings section of this 
study that students in the experimental group, who were 
exposed to the small group method of approach, showed a 
statistical significant difference in academic 
performance as measured by the pre- and post-BSAT 
Writing (WAT) and Reading (RAT) tests, end-of-semester 
Grade Point Averages (GPAs) and the Problem-Solving 
Inventory, relative to the control group. There was no 
significant difference between the two groups on the 
Interpersonal Communication Inventory. The difference 
was too slight to be significant at the .05 level. 
For the experimental group only, survey data 
which included the Group Evaluation Form (GEF), 
Post-Meeting Reaction Form (PMRF) and the 
Self-Assessment Inventory (SAI) were assessed. Although 
students in the experimental group were required to 
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complete all questions on the surveys, only specific 
questions were extracted from each survey for data 
assessment. This data is presented as construct 
validity relative to the small group treatment in 
relationship to interval (t-test) data analysis from the 
three instruments: the BSAT WAT, RAT and the 
end-of-the-semester GPAs. 
Problems 
Although there was no significant difference 
between the experimental group and the control group on 
the measures of the pre- and post-ICI, this study has 
demonstrated that small groups can be an effective 
approach to teaching and learning instructions for 
underprepared minority students. It is the subjective 
judgment of the researchers that the face validity of 
the Interpersonal Communication Inventory (ICI) may not 
be suspect. It is the researcher’s statistical judgment 
that the limited sample used for the study was not of 
adequate numbers for the ICI instrument at the .05 
significance level. 
An additional issue of concern was the problem 
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of students’ resistance to being SEEK program students, 
as well as being in remediation. This problem existed 
for both groups. As such, many students were very 
uncooperative at the beginning of the study. 
Response to Instruments 
On the next page is a presentation of data 
instruments distributed to and collected from both the 
experimental and control groups. 
The participants in the experimental group 
represent the majority in post-measured instruments. 
The minority representation of participants in the 
control group does not statistically affect the 
significant and insignificant results of the study. 
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Control Group Experimental Group 
WAT: WAT: 
Distributed: 16 Distributed: 16 
Returned: 16 Returned: 16 
RAT: RAT: 
Distributed: 16 Distributed: 16 
Returned: 16 Returned: 16 
PSI: PSI: 
Distributed: 16 Distributed: 16 
Returned: 16 Returned: 16 
ICI: ICI: 
Distributed: 16 Distributed: 16 
Returned: 16 Returned: 16 
GPAs: GPAs: 
Collected at end Collected at end 
of semester: 16 of semester: 16 
Withdrawals: 4 Withdrawals: 0 
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Usefulness of the Study 
This experiment, in evaluating a course for small 
groups as an approach to teaching and learning 
instructions, will assist the students, instructors and 
developmental education programs with their efforts to 
respond to classroom pedagogy from a cognitive/affective 
methodological perspective. This study is certainly 
useful to the Department of Academic Skills Development 
lock Program at Lehman College. The small group 
approach enhances the block concept, and is thereby 
recommended to the Department of Academic Skills to be 
used as a teaching and learning methodology. 
Students who participated in the small group 
course can transfer their acquired skills into 
mainstream college-level course work and, outside the 
college community, in areas of their personal lives. 
Certainly, classroom participation, developing social 
and academic support groups, cooperative approaches to 
learning and the pooling of resources and ideas are all 
necessary skills for college survival. 
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The written responses on the surveys gave a 
positive indication that the students in the 
experimental group who were exposed to the small group 
method were able to achieve organizational, social and 
motivational stimulation as well as self-esteem 
enhancement. It is important to state that the small 
group approach is applicable to all levels of learning 
processes. 
Small Groups Course 
The small group approach provides students with 
a social system view of the classroom, thereby allowing 
for cooperative learning. Within the small group 
course, students were able to process attitudes and 
behaviors which were not necessarily acceptable to the 
college community, as was pointed out in the Observer’s 
report. 
The course was designed, implemented and 
facilitated by the researcher. A planning model in the 
form of a course syllabus was used as tool for 
scheduling pre-planned group activities. Various 
theoretical group concepts, extracted from a number of 
conceptual models, were comprised to formulate the 
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course syllabus. 
The course enrolled sixteen students who worked 
in two groups of eight members each for thirteen weeks. 
The objectives of the course were twofold--cognitive and 
affective: cognitive, meaning the development of logical 
thought patterns which affect academic performance in 
content-related courses; and affective, meaning 
behavioral patterns which affect academic and social 
developmental growth. The course syllabus was designed 
to address both issues in various forms of process 
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task-related group activities. 
For example, the small group itself provides a 
foundation for building relationships: social 
interactions, support systems, study groups and 
cooperative approaches to learning and problem-solving. 
The process provides opportunities for interpersonal 
communication development, through the sharing of 
feelings, emotions and ideas. Relative to task, the 
small group experience allows for individual behavior 
and attitude assessment in areas of commitment and 
responsibility. 
For underprepared minority college students, 
small groups in the classroom are less intimidating, and 
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they contribute to the student’s ability to make a 
successful transition from high school into the college 
community. It contributes greatly to social integration 
of urban students who live off-campus (commuters), such 
as the students in this study. Often, social 
interaction into the college community can determine the 
persistence/withdrawal behaviors of students. 
The literature review in this study addressed 
the lack of social or socialization skills of 
underprepared minority college students. The small 
group experience attempted to develop these skills, 
because they are every bit as crucial to the student’s 
college success as academic performance. What is unique 
about the small group approach is that it can be 
designed to incorporate and develop both the cognitive 
and affective needs of underprepared minority college 
students. In response to socialization skills, it was 
Barnes and Todd (1977) who wrote, 
It is a commonplace that there are relationships 
between what is known and the social location of the 
knower. 
The researcher served as the facilitator, whose 
task was to keep the groups focused on specified 
processes and tasks that were either assigned or 
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initiated by the facilitator and/or the groups. As 
well) the facilitator served to provide or share 
expertise and experiences relative to group needs. The 
facilitator s performance was evaluated by the groups, 
using the traditional college faculty evaluation form. 
The following represent responses from students 
in the experimental group on surveys of the Group 
Evaluation Form, Post-Meeting Reaction Form and the 
Self-Assessment Inventory. 
Group Evaluation Form, First Class Meeting, Experimental 
Group: 
Questions: 
I think I learned. . . . 
I think the group members learned. . . . 
Sample Answers: 
"This course showed me a lot about myself and 
getting along with others. I learned what it’s like 
to take on responsibility. The class was exciting." 
"I think I’ve learned most about cooperation, 
participation and communication. I think the group 
learned to understand each other and how to react to 
each other’s comments, and how to work together." 
"I think I have learned a lot working in a 
group. It taught me that people can work together 
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without arguing and fighting.” 
"The group experience enhanced my learning about 
people, how they think and feel." 
"I learned how to organize materials for report 
writing, which will help my writing composition 
skills. I think group members learned how to share 
ideas, feelings, and to speak up and not be shy." 
"I think I learned how to express my own 
opinions. I think the group learned how to work 
together and express ideas." 
Final Meeting Reaction Form, Final Glass Meeting, 
Experimental Group: 
Questions: 
How well did the class members communicate with one 
another? 
Sample Answers: 
"Communication was okay, but we had some 
conflict." 
"Communication wasn’t too good in the 
beginning, but toward the end of the meeting two 
people spoke up about it, and communications 
improved. The members began to speak about things 
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they liked and things they didn’t like, which 
helped the group a lot.” 
At first, it was hard because no one would 
talk, especially me. I wasn’t much of a speaker, 
but things got better, communication improved.” 
Question: 
How much consideration did the group give to 
individual ideas and feelings of each member in 
making final decisions? 
Sample Answers: 
"Members were very considerate. But, some 
people tried to take control and make decisions on 
their own.” 
"Everybody was all ears for any ideas on how to 
complete our task.” 
”We were having a hard time, until the 
facilitator helped us focus on what the goal of the 
group was. Then everybody expressed their ideas.” 
Experimental Group, Self-Assessment Inventory, Final 
Class Meeting: 
Statement: 
I believe that learning is my own responsibility. I 
find it necessary to understand and change some of 
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my attitudes, values and behaviors. 
Sample Responses: 
I never thought about learning as being my 
responsibility until now. Because of this class I 
realize that I’m not in high school anymore. So I 
have some attitudes and behaviors that I know I need 
to change, if I’m to survive in college.” 
”1 never thought about learning in that way 
before. I will have to change certain things like 
staying out late with my friends and start doing my 
homework.” 
"You don’t grow up learning that learning is 
your responsibility. I thought learning just 
happened. But now I realize that I have to make it 
my responsibility if I want to pass and be a success 
in college. So, I guess I do have to change my 
behavior and be more serious.” 
"Working in the group has helped me to change my 
attitude about myself. It was usually always 
negative. Now I know that I have to reach out to 
other students for help sometimes.” 
"I never really thought that my attitude, 
behavior and values until being in this group. I 
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learned that a bad attitude can cause people to stay 
away from me, and that there is a time for certain 
behaviors. I have getting an education.” 
In summary, based upon the previous group survey 
responses from the experimental group, students 
demonstrated their ability to assess their academic and 
personal needs and recognize the necessity of change 
and/or adjustments in attitudes and behaviors. Most 
importantly, the small group experience for these 
students seemed to be the operative awareness of the 
"locus of control” concept. 
Recommendations for Further Study 
The duplication of this study is founded in its 
preparative motives to address the need for cognitive 
and affective domains of learning to coexist in the 
classroom. 
Any duplication of the study may require a 
pilot study to test instruments which attempt to measure 
subjective data. There are numerous social and 
cognitive constructs that are actively woven into 
methods of small group process task-oriented behaviors. 
Thus, it is important that duplications of the 
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study define and design group tasks appropriately to 
affect the process. Sampling relative to numbers of 
participants for the study should be representative of 
the instruments being used for measurement of the 
variables. Limited population samples may be 
inadequate, and samples that are too large may also be 
inadequate. 
The interval data analysis for three 
measures--GPAs, Problem-Solving Inventory, and BSATs WAT 
and RAT--proved relevant to attrition and retention of 
underprepared students. The data results for 
interpersonal communication skills development revealed 
no significant difference between the two groups used 
for the study (control and experimental). This is an 
area worthy of further investigation by the researcher. 
Summary 
This study was for the purpose of evaluating a 
course for small groups in the classroom as a different 
approach to teaching and learning instructions for 
underprepared minority college students. Two groups 
participated in this study: the experimental group and 
the control group. 
The focus of this study was the influence of 
128 
small group work on students’ academic performance 
measured by the City University of New York Basic Skills 
Assessment Test (BSAT) in reading (RAT) and in writing 
(WAT); end-of-semester grade point averages (GPAs); and 
improvement in areas of problem-solving and 
interpersonal communication skills. All these were 
relative to the experimental group, rather than the 
control group. 
Based upon the data results, there was a 
statistical significant difference between the two 
groups at the .05 significance level. The experimental 
group relative to the control group revealed a 
significant difference on the following measures: the 
BSAT RAT and WAT, end-of-semester GPAs, and 
problem-solving. Although there was no significant 
difference on the interpersonal communication skills 
measure at the .05 level, the data did reveal a 
difference in terms of improved scores: the experimental 
group scored higher than the control group. 
From a qualitative point of view, the data 
revealed a very positive difference between the groups. 
The experimental group shared a cooperative and 
participatory approach to learning, relative to the 
control group. The experimental group, relative to the 
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control group, demonstrated the ability to overcome 
resistance to remedial college courses, and the ability 
to change attitudes and behaviors which could have been 
adverse to their academic success. 
The control group had four college withdrawals 
before the end of the semester: one official (W) and 
three unofficial (WU). Based on the follow-up conducted 
by the researcher on these students, the reasons for the 
withdrawals included the following: fear of being 
rejected because of sexual preference; poor attendance 
because of financial problems; and simply not being 
serious enough to meet the demands of college. 
On the other hand, the students in the 
experimental group experienced no withdrawals and were 
able to work out social and academic problems through 
group interaction and task projects. Their cooperative 
approach to learning made it possible for them to accept 
each others’ differences and accept each other. For 
example, one student had no money for books, but was 
able to share someone else’s books. 
The experimental group worked in two groups of 
eight members. Each group was able to develop a 
positive competitive attitude. As well, they were able 
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to develop a strong cohesive and collaborative system 
for working together as individual groups, which 
influenced both the cognitive and affective learning 
processes of the experimental group as a whole. 
Based on all data results, qualitative and 
quantitative, there is sufficient evidence to indicate 
that the small group method of approach can 
significantly improve the academic performance, 
problem-solving skills, and influence effectiveness in 
the area of interpersonal communication of underprepared 
minority college students. 
APPENDIX A 
TESTING SCORES AND SKILL DEVELOPMENT 
BLOCK PLACEMENT LEVELS 
131 
132 
Testing Scores and Skill Development 
Block Placement Levels 
Skills Book, 198A 
Writing Score Reading Score Skill Dev. Level 
2.3, '4,5,6 Fail Level 1 OAO Block 
5,6 Pass, or Fail 
with high score Level 2 0A1 Block 
Passing score on WAT: 8 
Passing score on WAT: move out of remediation to Basic 
College English 090/101 
Passing score on RAT: 28 
Depending on Form-Passing score on RAT: 2A 
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PARTICIPANT CONSENT FORM 
The purpose of this study is to implement and 
evaluate a course design for small groups as a teach¬ 
ing and learning method of approach for Level I 040 
Block Program students. By participating in this 
study you will provide substantive information on the 
use of group methods as a strategy to improve student's 
academic achievement and personal developmental growth, 
as well as contributing to the Department of Academic 
Skills efforts to better serve Block Program students. 
This information will be significant as educators ex¬ 
plore new ideas and strategies for the improvement of 
developmental education programs. 
Your participation will assist me in completing a 
requirement for my Doctoral Degree at the University 
of Massachusetts at Amherst. Please return all quest- 
naires to me at the end of class. 
I would like to thank those of you who partici¬ 
pate in this study. All responses to the question¬ 
naire will be confidential. None of the Participants 
names will be divulged. I will answer any questions 
you may have about the course and/or procedures. You 
may withdraw your consent at any time, without fear of 
penalty. 
You may contact me after class hours at 212-960- 
7832, or 7979; or at 718-875-2143. 
Student's Signature Social Security Number 
Date Course Title 
Helen Grace McMillon 
Researcher 
JMHL 
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DEMOGRAPHICS 
Please check one (1) appropriate response for each 
question. 
1. Age: 1. 
2. 
3. 
4. 
2. Sex: 1. 
17-19 Years 
20-21 Years 
22-30 Years 
31 and over 
Male 2. Female 
3. Annual Family Income: 1. $0-6,000 _ 
2. $6,001-12,000 
3. $12,001-24,000 
4. $24,000 and up 
4. Type of Community In Which You Attended High 
School: 1. Urban _ 
2. Suburban _ 
3. Rural 
5. Grade Point Average Upon Leaving High School: 
1. 4.0-3.5 
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2. 3.49-2.9 _ 
3. 2.89-2.0 _ 
4. 1.99-0.0 _ 
6. Year of High School Graduation: 1. 1985 _ 
2. 1986 _ 
3. 1987 _ 
4. 1988 _ 
5. 1989 _ 
6. 1990 _ 
7. GED _ 
8. Other _ 
7. Type of High School Attended: 1. Public _ 
2. Parochial 
3 J Private _ 
4. Other _ 
8. Ethnic Background: 1. Afro-American _ 
2. Hispanic _ 
3. White _ 
4. Asian _ 
5. Native American _ 
6. Other 
9. Your BSAT Score: 1. Writing _ 
2. Reading _ 
3. Math _ 
10. Are You In The SEEK Program? 1. Yes _ 
2. No_ 
11. Are you Receiving Financial Aid? 1. TAP _ 
2. PELL __ 
3. SEEK 
4. Work/Study 
5. Other 
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Group Members Ages 
Age Group //I Group #2 Row Total 
18 
19 
20 
21 
22 
25 
26 
Column Total: 
1 
9 
0 
3 
1 
1 
1 
16 
1 
10 
1 
1 
2 
1 
0 
16 
2 
19 
1 
4 
3 
2 
1 
32 
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A-ge 
1.90 
2.00 
2.81 
2.89 
3.00 
3.A9 
3.50 
Column Total: 
GPA's By Group 
Group 1 
1 
8 
0 
5 
0 
1 
1 
16 
Group 2 
1 
8 
1 
A 
1 
0 
1 
16 
Total 
2 
16 
1 
9 
1 
1 
2 
32 
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Numbers of Males/Females in Groups 1 and 2 
Sex Group 1 Group 2 Total 
Female 9 11 20 
Male 7 _5 12 
Column Total: 16 16 32 
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Group Member’s Annual Income Levels 
Income Group 1 Group 2 Total 
>= $ 1200.00 2 0 2 
$ 6000.00 5 5 10 
>= $ 12000.00 6 7 13 
>= $ 24000.00 _4 _4 _8 
Column Total: 16 16 32 
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Group Members by Ethnicity 
Group 1_Group 2_Total 
Afro-American 7 5 13 
Hispanic 9 10 19 
Column Total: 16 16 32 
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Herbert H. Lehman College 
Department of Academic Skills-SEEK 
Spring 1990 
ACS 002: Small Group Course 
Experimental Group 
Course Syllabus 
Session I 
Introduction 
A. Name Game: Each person will state his/her name and 
briefly say, "My name means _ to me." 
B. A brief discussion on course objectives, expecta¬ 
tions /requirements. 
- Small groups: a definition. 
- Purpose. 
- Significance to students. 
C. Pre-data collection with explanation. 
- Consent form (review with students). 
- Demographics 
- PSI: Problem Solving Inventory. 
- ICI: Interpersonal Communication Inventory. 
- WAT and RAT scores 
D. Formation of groups. 
1. Have students count off in numbers one and two 
until two groups of eight members are formed. 
2. Group process game: I tell you who I am. You 
tell me who I am. 
E. Closure. 
1. Everyone will stand in a circle and join hands 
Each person will find a person in the circle 
through eye contact and say something nice to 
that person. 
F. Homework assignment. 
1. Handout: selective readings on group norms, 
process, task, and conflict resolution. Five 
pages total. Readings must be completed for 
the next class session. 
Session II 
Introduction 
A. Brief lecture on small group functions. 
B. Group process and task activity. 
Define group process, task and conflict resolu 
tion. 
Using the markers and newsprint, record five 
reasons for group conflict and five ways of 
resolving conflict, 
select someone to report out. 
C. Individual task and group process. 
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Each student will complete the characteristics 
survey and discuss findings with group members. 
D. Closure. 
- The class will come together at one table. Each 
person will share one. positive thing that he/she 
has learned about him/herself today. 
E. Data collection: Observation and PMRF (Pre) 
F. Homework assignment. 
Post-Meeting Evaluation Form, and be ready 
to share your responses at the next class ses¬ 
sion. Also, complete the SAI. 
Session III 
Introduction 
A. Brief lecture on the importance of evaluations: 
purpose. 
B. Group process and task activity. 
Discuss individual responses on evaluation. 
Recommendations. 
Concerns. 
Fears. 
C. Selecting a group project. 
1. Each group will work on and successfully com¬ 
plete a project. Two pre-planned projects 
have been recorded on slips of paper and placed 
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into a bag. One member from each group pull 
out a project slip. The project will consist 
of the following: 
a. Write an article on a subject of your 
choice to be published in the college 
student newspaper. 
b. Design a student newsletter for distribu¬ 
tion. 
Projects must be completed in five weeks. 
D. Group process and task assignments 
1. Planning group project. 
2. Groups decide on closure activity relevant to 
members. 
3. Each member states his/her "new word" for the 
week. 
E. Data collection: GEF and Observation (Pre) 
F. Homework assignment. 
1. Each group should schedule meeting times out¬ 
side of the classroom for working on the pro- 
j ect. 
Session IV 
Introduction 
A. Brief lecture on 
interpersonal communication 
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problem solving 
B. A screening of the film "School Daze" by Spike 
Lee. 
C. Group process and task activity. 
1. Identify interpersonal communication problems 
in three situations. What were the social 
issues? 
a. How were the problems resolved? 
b. What would you have done to resolve the 
problems? 
D. Closure. 
All the students in the class will stand in a 
circle and join hands. Each person will com¬ 
plete the following sentence: "I like myself 
because. . ." 
E. - Homework assignment 
Post-Meeting Evaluation Form. Be prepared to 
share your responses next class session. 
Reading assignment: Freedom, by Rollo May. 
Equipment: TV, VCR, and video tape of the film. 
Session V 
Introduction 
A. Sharing evaluation responses - volunteers. Group 
discussion of Freedom. 
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B. Group task on problem solving. 
- Role playing: ’’The New World Game." 
- Role playing: "The Obituary Game." 
C. Group process and task. 
Work on project. 
Give a verbal progress report. 
D. Closure. 
Suggestion from class on the closure activity. 
- Each student's "new word" for the week. 
E. Homework: Definition of terms (handout). 
F. Reading assignment:"Self-Love", from The Art of 
Loving by Erich Fromm. 
Session VI 
Introduction 
A. Brief lecture on self-assessment. 
B. Screening of the film "Stand and Deliver." 
C. Group process and task activity. 
1. Who was the most likable character in the film? 
2. Which character was most like you, and why? 
3. Closure: "What did I learn about myself today?" 
"How is the article 'Self-Love' relevant to the 
movie?" 
Equipment: TV, VCR and video tape of the movie. 
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Session VII 
Introduction 
A. Group process and task assignment. 
- Analysis of the poem "Heroes" by Dr. K.M. 
Hodess. 
Work on the project. 
B. Progress report on the project. 
C. Closure. 
- The class will gather together and each person 
will complete the sentence "Learning can be..." 
D. Homework assignment. 
Post-Meeting Evaluation Form. 
- SAI 
Reading assignment: "How I Discovered Words: A 
Homemade Education" by Malcolm X. 
Session VIII 
Introduction 
A. Group discussion on course evaluation responses 
and the article by Malcolm X. 
B. Review group project - the final product. 
Each group will share some of its experiences 
as a result of working on the project. Describe 
the problems, resources, and skills needed to 
accomplish the task. 
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C. Prepare for publication and distribution. 
1. Deadline for publication of the newsletter. 
2. How to distribute the newsletter. 
D. Closure. 
- Everyone will find a comfortable place to sit. 
- Think of "self" as you listen to "The Greatest 
Love of All" by Whitney Houston. 
Each student’s "new word" for the week. 
Session IX 
Introduction 
A. A brief lecture on decision making. 
B. Group process and task activities. 
1. Each group will decide on a topic for its re¬ 
search paper. A list of topics will be on 
the blackboard, but other topics decided on 
by the group are acceptable. 
a. Each group will submit its topic in writ- 
i 
ing at the end of today's class. 
b. Each group will give an oral presentation 
in class on the selected topic, as well 
as submit a typewritten paper of no more 
than seven pages on the topic. 
Papers and presentations are due in three 
weeks. 
c. 
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C. Closure. 
The class will come together and each student 
will describe today's session in one word. 
D. Homework assignment. 
Post-Meeting Reaction Form. 
Definition of terms (handout). 
Session X 
A. Introduction 
1. The concerns of today's youth. 
a. List five of these concerns, record them 
on newsprint and select someone to report 
out. 
B. A screening of the film "The Principal". 
C. Group process and task activities. 
1. What 3 major problems were faced by the youths 
in the film? 
a. How would you have resolved those prob¬ 
lems? 
b. Select someone from the group to report 
out. 
D. The student's "new word" for the week. 
E. Closure. 
The class will sit in a circle on the floor. 
Each person will share a positive experience 
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in his/her life with the rest of the class. 
Equipment: TV, VCR and video tape of the movie. 
Session XI 
/ 
Introduction 
A. Progress report on research projects. 
B. Groups work on their projects. 
Presentation design. 
Needs assessments. 
Develop an evaluation form. 
C. Feelings. 
"I feel...because..." 
D. The student's "new word" for the week. 
E. Data collection: Observation (Post). 
Session XII 
Introduction 
A. Groups prepare room for the presentations. 
B. The two groups will decide which one will present 
first. 
C. Presentations. 
D. Evaluation. 
E. Closure. 
The class will come together to stand in a 
circle and have a moment of silence. 
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Each, student will complete the sentence "My 
new word for the week is..." 
F. Data collection: Observation (Post). 
G. Homework assignment: Observation (Post). 
Session XIII 
A. The final session. 
Post Data collection. 
1. The PSI and ICI. 
2. The PMRF. 
3. GEF and SAI. 
4. GPA, RAT and WAT (acquired from college records). 
B. Class Luncheon. 
C. Closure. 
"My experiences in the group will help me..." 
Everyone will receive an "I am a winner" button. 
Course requirements. 
V. * 
1. Completion of all assignments. 
2. Regular attendance and class participation. 
3. Two individual office appointments. 
4. Each student will keep a Vocabulary Building 
Journal. 
Grading. 
The course will be graded on a pass/fail basis. 
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Herbert H. Lehman College 
DEPARTMENT OF ACADEMIC SKILLS - S.E.E.K. 
SPRING 1990 
ACS 002 FRESHMAN ORIENTATION: 
TRADITIONAL COURSE 
CONTROL GROUP 
COURSE SYLLABUS 
SESSION I INTRODUCTION 
A. Name Game - Concerns of Freshmen 
Questionnaire 
B. Purpose of ACS 002 - Student 
Empowerment Characteristics of 
successful students. 
C. Pre-Data Collection - Explanation. 
BSAT, RAT, WAT, PSI and ICI. 
Consent form and Demographics. 
SESSION II RESPONSIBILITY 
A. Developing responsibility for my 
own education - discussion. 
B. Agreements/Contracting for ACS 002 
SESSION III ORGANIZATION OF TIME 
A. Organizing my time - its purpose 
and value. 
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SESSION 
SESSION 
SESSION 
SESSION 
B. Preparing my schedule - dividing 
assignments. Chapter 12/13 
IV STUDYING EFFECTIVELY 
A. Techniques that lead to effective 
study. 
B. Taking notes from lectures, dis¬ 
cussions and readings. Chapter 6/11 
V EXAMINATIONS 
A. Preparing for examinations: 
Objective and Essay exams. 
B. Handling College Pressures: 
relaxation techniques. 
VI WHO AM I? 
A. Understanding Myself: exercise 
B. Understanding others: exercise - 
Old Lady/Young Lady (preceptions) 
Sex role stereotypes Assignment: 
Autobiography: Due 2 weeks 
VII VALUES CLARIFICATIONS 
A. Personal Values - 15 Things I 
love to do (Shield of Honor). 
B. Vocational Values - Value Auction 
Chapter 5. 
SESSION VIII VOCATIONAL CAREER OBJECTIVES 
Autobiography due 
SDS Self Directed Search - self 
scoring - discussion regarding 
results. 
Assignment: Research two careers 
from SDS results. Due in 2 weeks. 
SESSION IX 
SESSION X 
SESSION XI 
IT'S MY LIFE: WHERE AM I GOING? 
A. Setting goals - short term vs. 
long term. 
B. Making decisions and setting 
priorities. Chapter 3/4 
PRESENTATION OF CAREER RESEARCH 
Written research assignment due 
SUMMARY AND REVIEW 
SESSION XII POST DATA COLLECTION 
PSI and ICI. 
GPA, RAT and WAT (from college 
records) 
COURSE REQUIREMENTS: 
1. Completion of assignments (including journal 
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entries and presentations) 
2. Attendance and participation 
3. Three individual appointments this semester 
GRADING: PASS or FAIL 
CLASS TEXT: College Survival, 2nd Ed., Elwood Chapman 
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POST MEETING REACTION FORM 
1. How effective!.y was the goal of the group accom¬ 
plished today? 
1 
Not very 
Comments: 
2. How thorough was the group in exploring all the 
possibilities needed to accomplish this goal? 
Somewhat 
5 
Very 
1 2 3 4 5 
Not very Somewhat Very 
Comments: 
3. How well did the members communicate with one 
another? 
1 2 3 4 5 
Poorly Fairly well Very well 
4. How much consideration did the group give to 
individual ideas and feelings of each member 
in making final decisions? 
1 2 3 4 5 
Very inconsiderate Inconsiderate Very considerate 
Comments: 
5, How satisfied are you with today's session? 
12 3 4 5 
Very dissatisfied Dissatisfied, Very satisfied 
but will 
accept 
Comments: 
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Group Evaluation Form 
Use the following form to t 
nl the pi.iC.e that host oesciit*. 
vaiu.r.c rm pro'i; 
s how you feci. 
;> by placing an 'X' on the line 
t / t 1 / 
\ O 3 f> 
Unproductive Productive 
$ / / : ! 
1 
Cohesive 
2 3 
Fragmented 
, / / 1 J 
1 
Frustrating 
2 3 4- 5 
Satisfying 
/ / / / / 
1 
Relazed 
2 3 4 5 
Tense 
/ / I 1 , 
1 
Solidarity oriented 
2 3 4 
\ 
5 
Task oriented 
/ 1 / / 1 
1 
Close 
2 3 4 5 
Distant 
1 think 1 learned . . • 
/ l r i _t 
1 
Guile a lot 
2 3 4 5 
Very little 
1 think in general group members learned . . . 
/ t / / / 
1 
Quite a lot 
2 3 4 5 
Very little 
FIGURE A 2. Group Evaluation Forrn 
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SELF-ASSESSMENT INVENTORY 
Louis Thayer 
Tlu* purpose tif this instrument is to help you assess your nlliUid«-s and activities during 'he 
sessions. learning is a very personal pnxxss and, consequently, the learner should plav an 
ini|Hit tant Vole in the assessment of his or her own learning. An honest rcsjninse to 
statement may lx- the first step in allowing this instrument to help you reflect on your ac¬ 
tivities and learning. 
Directions: Circle the numl>cr from 1 to 5 that best represents your response to each state¬ 
ment, based on the following: 
! means "never,” "not at all.” 
2 means "somewhat " ‘‘sometimes,” ‘‘rarely," *‘a little” 
.*1 means “alxiut as often as not,” “an average amount.” 
4 means “usually” “a good deal,” “frequently” 
f> incans “regularly,” “practically always,” ‘‘entirely.” 
In the space provided for comments after the setsring of each statement, try to write one 
or two of your jKxrcptious on your group behavior and your attitudes as they relate to die 
stimulus statements Try to clarify your own scoring. 
t. I defend my ideas vehemently, disregarding the opinions of others. 
Never I 2 3 4 .1 Kcgulaily 
Comments:____ ■_... _ 
2. I encourage others to express their feelings and ideas on discussion topics. 
Never 1 2 3 4 5 Rogulaily 
Comments:____ 
3. I l>clicvc that learning is my own responsibility. 
Never 1 2 3 4 3 Rrgol..ily 
Comments:_____ 
4. I respond in a genuine and honest manner to peers and the. facilitator. 
Never 1 2 3 4 5 Regularly 
Comments: ________ 
5. I share personal feelings and experiences with the learning group. 
Never 1 2 3 4 5 Rcguladv 
Comments:____„____ 
6. I respect the feelings of others. 
Never 1 2 3 4 5 Rcguholy 
Comments:_- ...---— 
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Mi : 
7. [ am sensitive to the feelings of others. 
Nrver I 2 3 4 f. Rig.ila.lv 
Comments:__ 
H. I recognize nonverbal cues that communicate various emolious. 
Never 1 1 2 3 4 T. Regularly 
Comments:__ _. 
9. I otfer constructive fec<U».ick when l disagree with the views of others. 
Never I 2 3 4 3 RegnlaiK 
Continents:_:___._ 
10. I defend a petson who is Iteitig criticized. 
Never I 2 3 4 3 Regula.K 
Comments:..... 
11. I exjKtsc indirect criticism when others do not recognize it. 
Never I 2 3 4 r» Regularly 
Comments:_;_•__ 
12. .1 seek feedback and clarification on the effects of my behavior, attitudes, and vahu-s. 
Never I 2 3 4 3 Regularly 
Comments.__ 
13. I display hostility when things don’t go my way. 
Never 12 3 4 3 Regularly 
Comments:____ 
14. I expect to have the last word in an exchange of views. 
Never 12 3 4 3 Rcgula.ly 
Comments: ____ . --- 
S5. I find it necessary to understand and to change some of my attitudes, values, and Ijchavims. 
Never I 2 3 4 3 Regularly 
Comments:___ ___— 
IG. I fee! comfortable in responding to the facilitator when I am in conflict with his or her 
views or don’t understand them. 
Never 1 2 3 4 3 Regularly 
Comments:___ 
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17. 1 set aside appropriate amounts of time to spend on project* of interest to me. 
Ncvcr 1 2 3 4 f» Rcgulady 
Comments:_ . _ 
1C. I dempnstmte empathy by understanding what another4 person is saying and I «..«u 
municatc Uv him or her what it is that I understand. 
Never 
Comments: 
I 2 3 4 5 Regularly 
30. i avoid conflicts or disagreements that arise in the group. 
• 
Never 1 2 3 4 5 Rrgulai ly 
Comments: 
20. f rely on others to help me establish my goals and values. 
Never l 2 3 4 5 Regnlaily 
Comments: 
21. 1 am aware. of the role that I play in small-group interaction. 
Never 1 2 3 5 Regular jy 
Comments: 
22. 1 value the pntccss of learning more than any specific content vehicle. 
Never 1 2 3 4 5 Regularly 
Comments: 
23. 1 feel threatened when exercises arc provided for self-assessment. 
Never l 2 3 4 5 Regularly 
Comments: 
24. 1 depend on others to direct my group behavior and my teaching-learning style. 
Never 1 2 3 4 5 Regularly 
Comments: . 
25. i prefer to l>c a passive learner rather than an active, participating learner. 
Never 1 2 3 4 5 Regularly 
Comments:___„____ ____— 
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INTERPERSONAL COMMUNICATION INVENTORY 
Millard J. Bienvenu, Sr. 
This inventory offers you an opportunity to make an objective study ol t!** rk^grcc ami patients «•* - 
ititmiraliuo io vottr iutcrpcnxMod rcUtiondups.lt will enable you tolMtl«vtutdrrslaudli«fw vt«t (-• -ut 
ami use yourself in communicating until perstats in your daily contact' amt activities. Y«hi wilt«—I ii 
laitn interesting ami helpful to make this sltklv. 
Pirnl'iaitx 
• The rptestions refer to perwHts oilier (lutn your faintly members or irlatirrx. 
• Please answer cadi ((ucstiou as rpuckly as you can according to tl»e way von feel at tin iimhim ••• n**t 
llic way ym usually feel or fell last week). 
• Please do not consult anyone while completing this Inventory. You may discuss it with vm»eme •tier 
you have completetl it. Rcmcutlier that llic value of this form will l«e hist if you diang** am/ -<*• 
during or after this rliscussuai. 
• I liaicst answers arc very necessary. Please lie as fratt&as passiMe. shier your answers aieeuufitfc*t.M .1. 
• Use ll»e following examples for practice. Put a dvcck (/) in one of tlw three blanks ««tt tin- n V to 
s!h«w bow llie rjucsticu applies to your situation. 
Vex No *«•«' 
(ttsuaUv) (schkttu lit*** % 
Isilcasy foryoulncxprcssyuurvicwsloolhcrs?   _______ 
Do other? listen tn your point of view? _ ' __ 
• The Yes column is to lie used when the rjuestion can l>e answered as liappcuing mosf of the ll«~ or 
usually. The No column Cs to lie used when the rpicstion can lie answered as seldom or Merer. 
The Sometimes column sltmtld lie marked wlicn von definitely camutt answer Yes or No. t '»• rfit* 
• • 
rohotot ox Rule ox fiexnhle. 
• .Read each question carefully. If you cannot give the exact answer In a tjucsllou. answer the l**-'* »««u 
can Imt l»c sure to answer each one. Tlicrc are no right or wrong answers. Answer according tlw 
way ynt feel at the present time. Rememlicr. rk* not refer to family rnetultcrs in answering •!'*’ *rr^ 
lions. 
Yex No Sttuw-. 
(usually) {scUhttu liun-s 
I. Do your words come out tile way you would like 
them to in conversation? — - -—-  
2; When you arc asked a. question that Is not clear, 
da you ask the persontq explain what he means? - — - - 
•••* • 
3. When you arc trying to explain something, do other 
persons have a tendency to put words in your mouth? — — .— - 
i*«twirtm,l>iiiiilrr. tlil 
•I. Do vim merely assume the oilier person knows 
wlt*l you are .trying lo say without your 
explaining what you really mean? 
5. Do you ever ask the other person to tell you 
how he feels alxiul the point you may lie 
trying l o make? 
(i. Is it difficult for you to talk with 
other people? 
7. In conversation. do you talk nlxuit things which arc 
of interest toliolh you and the other person? 
5. Do jam find it difficult to express your ideas 
when they differ from those around you? 
fl. In conversation, do you try to put yourself 
in the other person's shoes? 
10. In conversation, do vou have a tendenev 
• • 
to (hi more talking tliau the other person? 
11. Arc yon aware of hmv your tone of voice may 
affect others? . 
12. Do you refrain from saying something that urn know 
will only hurt olherr or make matters worse? 
1.1. Is it difficult to accept constructive 
criticism from others? 
!•!. When someone lias hurt your feelings, do you 
discuss this with him? 
15. Do you later apologize to someone whose 
feelings ijnu may have hurt? 
Hi. Docs it upset you a grrat deal when 
someone disagrees with you? 
17. Do you find it difficult to think clearly 
when you are angry with someone? 
15. Do you fail to disagree with others because 
you arc afraid they will get angry? 
ID. When a problem arises lictwccn you and another 
person, can you disci css it without getting angry? 
20. Are vou satisfied with the wav vou settle 
^ • • 
your di ffcrences with others? 
21. Do you pout and sulk for a long time 
when someone upsets you? 
22. Do you Iiecome very unease* when someone 
OaVK VOU * r>r*mr*t;««rN«l* 
23. Generally, arc you able to inert other 
individuals? 
24. Do you find it difficult to compliment 
and praise others? 
25. Do you dclilicratcly try to conceal your 
faults from others? 
2(1. Do you help others to uiKlerstand you hy 
saying how you think feel, and believe? 
27. Is it diificult for you to confide in people? 
28. Do you have a tendency to change the sul>ject 
when your feelings crlrr into a discussion? 
29. In conversation, do you let the other person 
finish talking licforc reacting to wl»at he says? 
30. Do you find yourself not paying attention 
while in conversation with others? 
31. l3o you ever try tr» listen for meaning 
when someone is talking? 
32. Do others seem to tic listening when you arc talking? 
33. In a discussion is it difficult for you to see 
things from Ihc other person's point of view? 
34. Do you pretend pm arc listening to others 
when actwallv vou arc not? 
# « 
35. In conversation, can you tell the difference 
* . lictween what a person Is saying and what he 
may lie feeling? 
3fi. While speaking, arc you aware of how others 
are reacting to what you arc saying? 
37. Do you feel that other people wish you were 
a different kind of person? 
38. Do other people understand your feelings? 
39. Do others remark that you always seem 
to tlunk you arc right? 
40. Do you admit that you are .wrong when you know 
lliat you are wrong almui something? 
Total Scare 
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'■ wi 
§|oblem Solving 
entory 
P. £aul Heppner. Ph.D. 
Name-Date_ 
Sex-Age-Grade or class (if you are a student)_ 
Directions 
People respond to personal problems in different ways. The statements on this inventory deal with how people 
react to personal difficulties and problems in their day-to-day life. The term “problems" refers to personal 
problems that everyone experiences at times, such as depression, inability to get along with friends, choosing a 
vocation, or deciding whether to get a divorce. Please respond to the items as honestly as possible so as to most 
accurately portray how you handle such personal problems. Your responses should reflect what you actually do 
to solve problems, not how you think you should solve them. When you read an item, ask yourself: Do I ever 
behave this way? Please answer every item. 
Read each statement and indicate the extent to which you agree or disagree with that statement, using the 
scale provided. Mark your responses by circling the number to the right of each statement. 
1 2 3 4 5 6 
Strongly Moderately Slightly Slightly Moderately Strongly 
Agree Agree Agree Disagree Disagree Disagree 
1. 
2. 
3. 
4. 
5. 
6. 
8. 
9. 
10. 
When a solution to a problem has failed, I do not examine why it didn’t work.1 2 3 4 5 6 
When I am confronted with a complex problem, I don’t take the time to develop a 
strategy for collecting information that will help define the nature of the problem —..—...1 2 3 4 5 6 
When my first efforts to solve a problem fail, I become uneasy about my ability 
to handle (he situation_.........____.......__—------~~1 2 
After I solve a problem, I do not analyze what went right and what went wrong--.1 2 
I am usually able to think of creative and effective alternatives to my problems ...---1 2 
After following a course of action to solve a problem, I compare the actual outcome 
with the one I had anticipated_...____...---- 
When I have a problem, I think of as many possible ways to handle it as I can until 
I can’t come up with any more ideas......—.... 
When confronted with a problem, I consistently examine my feelings to find out 
what is going on in a problem situation  __——— ..——-1 
When confused about a problem, I don’t clarify vague ideas or feelings by thinking 
of them in concrete terms_____—.— .... 
I have the ability to 6olve most problems even though initially no solution is 
immediately apparent 
.1 2 3 4 5 6 
.1 2 3 4 5 6 
2 3 4 5 6 
.1 2 3 4 5 6 
.1 2 3 4 5 6 
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Rend each statement and indicate the extent to which you agree or disagree with that statement, using the 
scale provided. Mark your responses by circling the number to the right of each statement 
Stiongly 
Agree 
Mod-rately 
Agree 
3 
Slightly 
Agree 
4 
Slightly 
Disagree 
Moderately 
Disagree 
6 
Strongly 
Disagree 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21 
22. 
23. 
24. 
25. 
26. 
27. 
28. 
29 
30. 
31. 
32. 
33. 
34. 
35. 
When confronted with a problem, l tend to do the first thing that I can think of 
to sol/c * t..........»....»...........•• .........——---I..-- ..--1 2 3 4 5 6 
Sometimes I do not stop and take time to deal with my problems, but just kind of 
muddle ahead..H.........H....................H..................... — i.. i 
.1 2 3 4 5 6 
When considering solutions to a problem, I do not take the time to assess the potential 
success of each alternative-----'-1 2 3 4 5 6 
When confronted with a problem, I stop and think about it before deciding on a 
next step-----1 2 3 4 5 6 
I generally act on the first idea that comes to mind in solving a problem_...._1 2 3 4 5 6 
When making a decision, 1 compare alternatives and weigh the consequences of one 
against the oth r- 1 2 3 4 5 6 
When I make plans to solve a problem, I am almost certain that I can make them v/orkM.M.l 2 3 4 5 6 
I try to predict the result of a particularcourse of action_  1 2 3 4 5 6 
When I try to think of possible solutions to a problem, I do not come up with very 
many alternatives—--.-----1 2 3 4 5 6 
When trying to solve a problem, one strategy I often use is to think of past problems' 
that have been similar. 
Given enough time and effort, I believe I can solve most problems that 
.1 2 3 4 5 6 
confront me....   _____...._______—..—.1 2 3 4 5 6 
When faced with a novel situation, l have confidence that I can handle problems 
that may arise__...:_______.....----—--,1 2 3 4 5 6 
Even though I work on a problem, sometimes I feel like I'm groping or wandering 
and not getting down to the real issue ...__________—--1 2 3 4 5 6 
I.make snap judgments and later regret them  __:—-— -.....-———.1 2 3 4 5 6 
I trust my ability to solve new and difficult problems---....-1 2 3 4 5 6 
I use a systematic method to compare alternatives and make decisions-«...-———! 2 3 4 5 6 
' When thinking of ways to handle a problem, I seldom combine ideas from various 
alternatives to arrive at a workable solution-—.... -—~—..---1 2 3 4 5 6 
When faced with a problem, I seldom assess the external forces that may be 
contributing to the problem ---.-------1 2 3 4 5 6 
When confronted with a problem, I usually first survey the situation to determine 
the relevant information. .1 2 3 4 5 6 
There are times when I become so emotionally charged that I can no longer see 
the alternatives for solving a particular problem -.. 
After making a decision, the actual outcome is usually similar to what I had 
anticipated... 
_1 2 3 4 5 6 
1 2 3 4 5 6 
When confronted with a problem, I am unsure of whether 1 can handle the situation-1 2 3 4 5 6 
When I become aware of a problem, one of the first things I do is try to find out 
exactly what the problem Is_—_;— .1 2 3 4 5 6 
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ACS 002 
Freshman Orientation and Small Groups 
Spring 1990 
(March) 
Individual Conference I 
Academic Assessment 
Please answer the following questions in your own words. 
1. How would you assess your academic performance at 
the present? Explain. 
2. Are there any personal problems which appear to 
impact your academic performance? 
Yes _ No_Explain. 
Does this ACS 002 Small Groups course help you 
with your academic performance or personal prob¬ 
lems? Explain. 
3. 
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4. What are some of your concerns regarding your 
academic progress? Explain. 
5. What do you think some of your needs are? Explai.n. 
6. Do you understand the course objectives? 
Yes No 
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ACS 002 
Freshman Orientation and Small Groups 
Spring 1990 
Individual Conference II 
End of Semester Assessment 
Please answer the following questions in your own words: 
1. How well do you think you performed this semester 
and based on what? Explain. 
2. What do you think your academic needs are at this 
point? Explain. 
3. Did the ACS Freshman Orientation course contribute 
to your academic and/or personal growth? Explain 
4. Do you have any academic or personal needs the course 
did not address? Explain. 
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1S4 
Lehman College 
The City University of New York 
Independent Observer 
October 16, 1990 
Dear Ms. McMillon: 
During the Spring 1990 term I taught two 040 
(Academic Skills) classes. Of sixteen (16) students 
in Section I (control group), only 4 passed the 
course, 5 passed the Reading test, and two (2) passed 
the Writing test. 
Of the sixteen (16) students in Section 4 (experi¬ 
mental group), eleven (11) passed the course, eight 
(8) passed the Reading test and four (4) passed the 
Writing test. It is worth noting that Section I missed 
a total of 519 student hours during the course of the 
term, while Section 4 missed 344 student hours. As a 
result the divergent results did not come as a surprise 
to me. 
Students in Section I had, for the most part, adopted 
a carefree, if not altogether reckless, approach to their 
studies. Even at the end of the term (or perhaps I should 
say especially at the end of the term) there seemed to 
be a set of individuals with individual pursuits (few of 
which were academic) who happened to share the same space 
at Lehman College. I had the feeling that few of the 
students in Section I were able to see the others as hav¬ 
ing a mutual goal. As a result, their aims seemed no 
more defined, perhaps even less defined, at the end of the 
term than they were at the beginning. 
. Section 4, on the other hand, developed a serious, 
cooperative approach to their studies. Although there 
were some students who, at the beginning, of the term, 
seemed to resent having been placed in remedial classes, 
their attitude problems had been resolved by the end of 
the term. 
It wasn't until the Summer term that I learned that 
Section 4 was part of an experimental study and was ex¬ 
periencing the small group approach to learning. Appar¬ 
ently, the course for small groups contributed greatly 
to these students overall academic performance and atti¬ 
tude. 
Katherine Hurley, 
ACS Instructor 
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